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Abstract
The role of a principal looks very different from years ago and responsibilities principals
are charged with have evolved significantly over time. In nearly all states, principals receive
training and certification under the Professional Standards for Educational Leaders (PSELs) with
focus in the following areas: 1.  Mission, Vision, and Core Values, 2. Ethics and Professional
Norms, 3. Equity and Cultural Responsiveness, 4. Curriculum, Instruction and Assessment, 5.
Community of Care and Support for Students, 6. Professional Capacity of School Personnel, 7.
Professional Community for Teachers and Staff, 8. Meaningful Engagement of Families and
Community, 9. Operations and Management, and 10. School Improvement (NPBEA, 2015).
Prior to 2015, these standards were under the Interstate School Leaders Licensure Consortium
with focus in the following areas: 1. Vision, Mission and Goals, 2. Teaching and Learning, 3.
Managing Organizational Systems and Safety, 4. Collaborating with Families and Stakeholders,
5. Ethics and Integrity, and 6. The Educational System. A literature review was conducted to
determine how the principal's role has evolved over time, highlight the professional standards for
which principals receive preparation and certification and discuss mentorship and induction of
new principals.  A lack of research was found to showcase how well prepared principals
perceived themselves as being specifically in the ten PSEL standards when new in the position.
When compared to teacher induction and mentorship, there was also a lack of research on the
role of mentors and principals’ induction with novice principals.
This study was designed and conducted to be able to determine principals’ perceptions of
their preparation in the PSELs and if the principal received mentorship, the degree to which they
perceived their mentorship in the PSELs. This research was conducted to contribute to the body
of knowledge that would inform schools of higher education regarding the emphasis of the PSEL
standards and their curriculum to enhance. This research was also conducted to provide school
divisions with information that might inform their mentoring of new principals to support and
enhance the work of these administrators.
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“Focused on the future, but remain grounded in today.” These are the words Richard
Dufour used to describe today’s principals. “They must see the big picture while maintaining
their eye on the details. And they must be strong leaders who give away their power to others.”
(Dufour, 1999, p. 12). As a child, I remember my principal in elementary school meeting us at
the buses as we entered school for the day and walking around the cafeteria during lunch.  I
remember him carrying a legal pad and, every so often, being in a class and taking some notes.
That was my view as a child.  Today I know that “meet and greet” time and “legal pad with
observing time” are just among the many hats that must be worn by principals.  The analogy of
principals wearing many hats is found throughout the literature, Davis, Darling-Hammond,
LaPointe, & Meyerson, (2005). In the article “Juggling Hats” by Bob Krajewski (2008),
principals share how their hats (roles) have consisted of putting kids first in decision making,
being an instructional leader, keeping a visionary focus that is a continual learner and facilitator,
acting as the organization’s CEO, meaning the buck stops with them in all decisions both when
there is a positive or negative outcome. The author highlights challenges a principal faces such as
keeping up with the ever changing world of technology to integrating data driven decisions into
practice for stakeholders and despite the experiences the principal encounters, he/she must
continue to be flexible.  As Dufour’s quote infers, a school principal not only must maintain their
sights on the vision of the school while also knowing what steps need to be taken to achieve that
vision.
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Principals have many responsibilities which include being “educational visionaries,
instructional and curriculum leaders, assessment experts, disciplinarians, community builders,
public relations and communication experts, budget analysts, facility managers, special programs
administrators, as well as guardians of various legal, contractual, and policy mandates and
initiatives,” Davis, Darling-Hammond, LaPointe, & Meyerson (2005). In addition, principals are
expected to serve the many stakeholders that impact the school which include students, parents,
teachers, district office officials, unions, and state and federal agencies (Davis et al., 2005 pg. 4).
Cowie and Crawford (2007) stated that because principals are enduring the increasing pressures
of performing their duties, it's becoming more difficult to recruit principals with the knowledge,
skills and experience to fulfill the responsibilities as well as retain them in their building
leadership positions.
Purpose of the Study
The purpose of this research was to determine the degree to which principals perceive
their preparation in the Professional Standards for Educational Leaders and mentorship in these
areas as adequate to handle the demands of a novice elementary principalship. The researcher
conducted descriptive statistics research to survey elementary principals in an effort to determine
their perceptions of their principal preparation in each of the ten Professional Standards for
Educational Leaders (formerly Interstate School Leaders Licensure Consortium) as well as
whether they received mentorship in each of these same ten standards once they began their
principalship and if they perceived this as adequate to meet the demands of the job.
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Setting of the Study
The Commonwealth of Virginia has eight regions identified by the Virginia Department
of Education (VDOE). This study was conducted by an elementary school principal from a
school division in the Commonwealth of Virginia. A request to all superintendents in the
Commonwealth in each of the eight regions was sent asking permission for their elementary
school principals’ to participate in the study. A quantitative survey was shared with all
elementary school principals who were given permission by their superintendent to participate in
this study.  A list of these email addresses for these principals was initially obtained from the
Virginia Department of Education.
Statement of the Problem
Once a principal accepts a position as a school principal for the first time, how well
prepared do they perceive themselves as being and what degree of mentorship do they perceive
is provided to meet the demands of the principalship? These were questions the researcher aimed
to study. Principals can be prepared for many, though not all, circumstances based upon their
higher education preparatory programs. Research shows that more principals are leaving the field
with short tenures. When good principals leave the principalship, the impact on the school can be
disruptive in many ways including interrupting student progress, financial challenges, teacher
turnover, and decreased student achievement (Levin & Bradley, 2019).  Mentorship by a former
or veteran administrator can support a new principal as he/she moves into the role and affect
their retention in the long run. Therefore, the researcher intended to investigate and determine the
degree to which the principal’s perceive their preparation in the Professional Standards for
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Educational Leaders and mentorship aligned to the professional standards to support the
demands for a novice principals in the Commonwealth of Virginia. Additionally, this study
investigated the types of mentorship provided from their school division connected to the
Professional Standards for Educational Leaders (formerly the Interstate School Leaders
Licensure competencies).  Results of this study may support principal preparation programs and
school divisions as they induct new principals.
Research Question
The research question, “To what degree do principals feel they were prepared and
mentored in the Professional Standards for Educational Leaders (formerly the Interstate School
Leaders Licensure competencies) to support the demands of the job for a novice principal in the
Commonwealth of Virginia?” was investigated.  The researcher aimed to determine the degree to
which principals perceive their preparation in the licensure competencies prior to becoming a
principal and mentorship once they become a principal as adequate to meet the demands of the
position.
Definition of Terms
For the purpose of this study the following terms were presented and defined to clarify meaning.
Administrator or Principal- The lead person for a school who oversees all aspects of
personnel, instruction, and building management. Also referred to as a head master.
“Buddy” Colleague- A person who unofficially offers support to a colleague when they are new
in the position of teaching or administration.
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Interstate School Leaders Licensure Consortium (ISLLC)- Formerly called ISLLC, currently
called Professional Standards for Educational Leaders.  These are standards that aim to ensure
district and school leaders are able to improve student achievement and meet new, higher
expectations.
Elementary and Secondary Education Act (ESEA)- Legislation passed by President Lyndon
B. Johnson in 1965, and is an extensive law that funds primary and secondary education in the
United States.
Every Student Succeeds Act (ESSA)- The reauthorization of the Elementary and Secondary
Education Act by President Barack Obama on December 10, 2015.
Induction Program: process used by organizations to train and develop new hires.
Mentor- A person with knowledge and experience that oversees the development of less
experienced person.  For the purpose of this research, teacher and principal mentors will be
referenced.
Mentee- The novice person who receives support from an assigned mentor.
No Child Left Behind (NCLB)- Defined student groups toward goals of having all students
being at or above grade level (proficient) in the areas of Reading and Math by the end of the
2013-2014 school year. Measurement of this progress was used to determine the annual progress
toward achieving grade level performance goals for each student and each school.
Preparation-The required coursework from a college or university in the competency standards
(ISLLC or PSEL) that educators complete prior to becoming a building administrator.
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Professional Standards for Educational Leaders (PSEL)- These are the standards that aim to
ensure district and school leaders are able to improve student achievement and meet new, higher
expectations.
School Administration Office or Central Office -Houses the lead administrators for a school
division including the superintendent, directors and supervisors.
School District or Division-Region containing schools by level (primary, elementary, secondary,
middle or high school).
VDOE- Virginia Department of Education
Significance of Study
After a teacher goes to college, receives certification and gains employment,  most school
divisions require them to have a mentor as a component of teacher induction.  Legislation is in
place in most states supporting the mentoring of new teachers because it significantly impacts
their effectiveness and retention. This mentorship can include a mentor teacher supporting the
new teacher in the first one to two years in all or selected areas of instruction, curriculum and
content knowledge, classroom management, grading practices and daily routines.
Similarly in the principalship, administrators complete principal preparation programs
and requirements for licensure. In the Commonwealth of Virginia, and 42 other states in the
United States, principals must show proficiency in certification standards called the Professional
Standards for Educational Leaders. While the other seven do not require proficiency in PSEL
standards, these states now have their own requirements for administrative certification. An
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administrator often completes coursework and receives training in instruction, personnel,
policies, building management, etc. As with teachers, many states and divisions understand the
importance of a principal mentorship to support the new administrator in these areas of
competency; however, not all provide them for the new administrator. There are differences
however in the levels to which the mentorship and support exist as well as on which professional
standards their mentorship is focused.  This research was conducted in an effort to find patterns
in principals’ perceptions of whether or not their preparatory programs in the professional
standards and the mentorship in these same standards prepared them for their principalship.
Based on a review of the literature, there was a lack of this type of research in the
Commonwealth of Virginia.
Nationwide research indicates that the school principalship is currently being impacted
by a decrease in retention and increase in turnover which affects schools’ effectiveness. The
researcher will share the findings with a college preparatory program for administrators and
school division central administrative offices in an attempt to support novice principals for their
first years in the position.
Delimitations
The delimitations of this study were that the research primarily focused on elementary
school principals in the Commonwealth of Virginia. Not all fifty states in the United States
require principals to show competencies in the same professional standards, therefore results are
not applicable to states that do not require them.
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Limitations of Study
This research was conducted with principals of elementary schools in the Commonwealth
of Virginia. The researcher did not study all levels of school administration (elementary, middle
and high). Elementary principals were sent the research survey created in Google Forms via an
email.  Email addresses for all elementary school principals were obtained with permission from
the Virginia Department of Education. Other administrators such as assistant or vice principals or
administrative assistants were not surveyed. Biases could exist as a result of self-reporting
surveys because the collected data cannot be independently substantiated. As a result, findings
from those surveyed may not be entirely accurate and, therefore, not generalizable to other
populations.
In summary, when transitioning into a new position in education, whether it is teaching or
administration, an educator completes preparation coursework for their licensure. In the
Commonwealth of Virginia and in 42 other states, principals’ preparation is based on the ten
Professional Standards for Educational Leaders. In many cases, but not all, principals then have a
mentor assigned to them as they begin their new position. Mentorship is more frequently present
in the field of teaching than in administration. Mentorship is an important component of
induction to help support an educator in the areas for which they are prepared and unprepared.
This research was conducted to examine the degree to which principals perceive their
preparation in the Professional Standards for Educational Leaders and mentorship in these





A review of the literature describes how the role of a principal has changed from
managing a school to becoming an educational leader and being charged with all the
encompassing responsibilities necessary to be effective. The literature review describes how the
principal’s role has evolved over time and places emphasis on the increased rate of retirements,
the need for new hiring of administrators, and lack of applicants for these positions. It also
reviews legislation holding schools to high levels of student academic achievement and the
effects of this on the principalship.
The literature review describes the role of mentoring in the field of teaching and draws
comparisons to the field of administration. Additionally, it highlights the preparatory programs
that are available and requirements for a person to become a building level administrator as well
as showcases examples of principal mentorship models in divisions across the country and
around the world.
The Role of A Principal
Good principals are the cornerstones of good schools and schools are dynamic
organizations that are forever changing. Leadership is a necessary characteristic for the school
principalship, no matter the school level (elementary, middle, high etc.) the principal serves.
Leadership has been studied for centuries and dates back to Plato and Aristotle. Williamson
(2008) explains Aristotle’s and Plato's view of leadership as being for the good of the whole
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rather than the good of the leader (pg. 8). Benis (1984) shares nearly four hundred definitions of
leadership with providing direction and influence being a primary focus of a leader (Leithwood,
2003). The principal's role has evolved from one who used to manage a building and hire
teachers to one who must facilitate and show leadership in every aspect that affects a school. The
role has evolved from mandates in attendance to mandates in student learning and achievement
(Wardlow, 2008). Research suggests that the leader of a school has a direct positive influence on
student learning. Part of a principal’s role is to monitor the classroom practices of students,
provide feedback to teachers, and assist with learning through the development of curriculum
and instruction. Principals assume the role of the instructional leader who provides feedback to
improve student and teacher performances (Brookover & Lezotte, 1979; McDill, Rigsby &
Meyers; 1969, Miller & Sayre, 1986, DiPaola & Tschannen-Moran 2003, Wardlow, 2008).
Without a principal’s leadership, efforts to raise student achievement cannot occur.
Studies show there is a direct correlation of successful schools linked with the role and
function of the principal to that of student achievement. A mega-study conducted by Hallinger
and Heck in 1998 included a review of 40 published articles, dissertations, and presentation
papers from peer reviewed conferences that revealed a pattern of belief that principals have a
measurable impact on a school’s effectiveness and student achievement (Hallinger & Heck,
1998). Halinger and Heck examined fifteen years of research with selection criteria of the
following: 1.) studies designed specifically to examine the effects of a principal's leadership,
beliefs and behavior, 2.) studies that included a measure of the schools performance as a
dependent variable and 3.) in addition to looking at studies within the United States, examining
the effects of principals conduct outside of the US. The average effect size between leadership
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and student achievement was .25 as found by work conducted at the McREL Institute
(Mid-Continent Research for Education and Learning) and this research suggested that by raising
the effectiveness of a school’s leader, student achievement scores could be raised ten percentile
points (Wardlow, 2008).
New to Principalship
Moving into the principalship can prove to be a challenging endeavor as the principal
must begin the work of determining the needs of the school, personnel, and students while
understanding the potential impact all of these areas will have on the school community.  Villani
(2002) described a list of duties and responsibilities for new teachers. Similarly in 2005, he
highlighted the roles of administrators in Mentoring and Induction Programs that Support New
Principals and provided a list of responsibilities for principals. While this is one list compiled by
one author, similar lists have been compiled by other researchers and - more importantly - the
principals who live this out day after day.  These expectations and standards are connected to the
National Association of Elementary School Principals (NAESP) and Professional Standards for
Educational Leaders from the National Policy Board for Educational Administration (NPBEA),
formerly called the Interstate School Leaders Licensure Consortium standards.
Both Villani and those outlined by the NAESP and NPBEA provide standards for
administrators to uphold which include a code of ethics and equity, having a mission and vision,
building the school community and capacity by working with students and personnel, engaging
families, and plant management. For the purposes of the study, the researcher developed a table
which includes the roles and responsibilities as synthesized using the NAESP standards (2008),
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Mendel’s Five Responsibilities for Principals (2012) and Villiani’s List for Responsibilities of
Principals (2010), and drew connections to the most current NPBEA’s  Professional Standards
for Educational Leaders revised in 2015.
Table 1
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Administration of Test and
Accountability for All
Students
The importance of building principals and the impact they have on their schools is
significant as outlined in all the standards in Table 1. In the high-stakes world of education,
preparing children for the world around them, as well as the world of the future, is critical.
Having a principal who can support teachers and students is a major part of the preparation. In
turn, having someone who can support a principal as he/she carries out the many duties, roles,
and responsibilities the position requires is also important.
The Impacts of Legislation and Licensure Requirements
Many states require that administrators be trained, certified, and tested on licensure
standards linked to best practices in school leadership. Based on research of skills and
knowledge needed for a principal to influence student achievement, a consortium of nationally
recognized organizations was created. Together, they developed principal standards that were
used to guide principal preparation across the United States. The organizations represented in
this consortium included:
American Association of Colleges for Teacher Education
American Association of School Administrators
Association for Supervision and Curriculum Development
Council of Chief State School Officers
National Association of Elementary School Principals
National Association of Secondary School Principals
National Council for Accreditation of Teacher Education
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National Council of Professors of Educational Administration
National Policy Board for Education Administration
National School Boards Association
University Council of Educational Administration
By 2012, 43 states had adopted the Interstate School Leaders Licensure Consortium (ISLLC)
which align to the Educational Leadership Constituent Council (ELCC) as their standards of
competence in order for a person to gain certification following their principal preparatory
program. These standards included:
Standard I. An educational leader promotes the success of every student by facilitating
the development, articulation, implementation, and stewardship of a vision of learning that is
shared and supported by all.
Standard II. An educational leader promotes the success of every student by advocating,
nurturing and sustaining a school culture and instructional program conducive to student learning
and staff professional growth.
Standard III. An educational leader promotes the success of every student by ensuring
management of the organization, operation, and resources for a safe, efficient, and effective
learning environment.
Standard IV. An educational leader promotes the success of every student by
collaborating with faculty and community members, responding to diverse community interests
and needs, and mobilizing community resources.
Standard V. An educational leader promotes the success of every student by acting with
integrity, fairness, and in an ethical manner
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Standard VI. An educational leader promotes the success of every student by
understanding, responding to, and influencing the political, social, economic, legal and cultural
context (Spanneut, Tobin, & Ayers, 2012).
In a national study published in 2011, 363 superintendents from 40 of the 50 states across
the United States were surveyed in a 66 item survey to rank and determine which ISLLC
standard(s) they perceived as essential to building principals in the context of their summative
evaluations.  Results using the Friedman’s Test are seen in Table 2 which indicate
superintendents’ top priority of the ISLLC standards for principals was being an advocate for
children. Survey results showed the ranking from highest to least prioritized were Standard VI:
Being an advocate for children, Standard V: Having a code of Ethics, Standard II: Instruction and
Learning, Standard I: Have a vision, Standard III: Organizational Management, and Standard IV:
Building a positive community (Babo, & Ramaswami, 2011). Previous to this study, a separate
survey of school superintendents in 2009 with a similar focus determined the most important
ISLLC standard was Standard II which indicated a principal’s primary focus was on instruction,
student learning, and professional development of teachers.  Standard I: creating and maintaining
a vision for a school was the second primary role of a principal (Babo, 2009). The differences
between these two surveys of a similar context suggest the principal’s role is continuing to
evolve and change.
Table 2
Prioritized listing of top two functions by standard using Friedman’s Test. (Babo, & Ramaswami,
2011)
Standard Top two functions by standard Mean
I (Vision) Implement a plan to achieve the school’s goals 3.79 (5)
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Collaboratively implement a shared vision and/or
mission
3.73 (6)
II (Instruction) Nurture and sustain a culture of learning
Nurture and sustain a culture of high expectations
3.85 (3)
3.80 (4)
III (Management) Ensure organizational time is focused to support student
learning




IV (Community) Build positive relationships with families and caregivers




V (Ethics) Model principles of ethical behavior






Be an advocate for children




As a result of school leaders’ input and additional research across the nation on
principals’ impact on student achievement, NPBEA revised the initial six ISLLC standards from
2008 to focus on identifying gap areas. In 2015, the revised ten standards for educational leaders
were released and the official name changed to the Professional Standards for Educational
Leaders. The PSEL were designed to respond to the new context of public education, recent
research studying the influence and impacts school principals have on their teaching and
learning. The PSEL informs the work both of school leaders and of central office administrative
leaders and school boards (CCSSO, 2016).  PSEL now includes 1.  Mission, Vision, and Core
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Values 2. Ethics and Professional Norms 3. Equity and Cultural Responsiveness 4. Curriculum,
Instruction and Assessment 5. Community of Care and Support for Students 6. Professional
Capacity of School Personnel 7. Professional Community for Teachers and Staff 8. Meaningful
Engagement of Families and Community 9. Operations and Management 10. School
Improvement (NPBEA, 2015). The original ISLLC standards grouped together components
related to ethics, equity, and culturally responsive schooling. With the revisions in 2011, PSEL
2015 now has each of these as separate topics. These new standards provide more detailed
guidance related to leadership for curriculum, instruction, and assessment and give more
attention to the need for school leaders to create a community of care and support for students.
These revisions were made to reflect the changes in educational knowledge and context. As
shown in Table 3, they more fully describe school leaders’ responsibilities to develop the
professional capacity of teachers and staff, and they stress the value of engaging families and
community members in student learning (Murphy, et. al, 2017).  Table 4 is a crosswalk from the
Council of Chief State School Officers and Center on Great Teachers and Leaders at American
Institutes for Research of the alignment of the 2008 ISLLC standards to the 2015 PSELs. This
crosswalk demonstrates how the ISLLC standards were either embedded or elaborated upon
within the revised PSELs.  Table 4 also includes key differences or additions between the 2008
ISLLC and 2015 PSEL standards (CCSSO, 2016).
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Table 3
Professional Standards for Educational Leaders 2015
Standard 1. Mission, Vision, and Core Values
Effective educational leaders develop, advocate, and enact a shared mission, vision, and core
values of high quality education and academic success and well-being of each student.
Standard 2. Ethics and Professional Norms
Effective educational leaders act ethically and according to professional norms to promote
each student’s academic success and well-being.
Standard 3. Equity and Cultural Responsiveness
Effective educational leaders strive for equity of educational opportunity and culturally
responsive practices to promote each student’s academic success and well-being.
Standard 4. Curriculum, Instruction, and Assessment
Effective educational leaders develop and support intellectually rigorous and coherent systems
of curriculum, instruction, and assessment to promote each student’s academic success and
well-being.
Standard 5. Community of Care and Support for Students
Effective educational leaders cultivate an inclusive, caring, and supportive school community
that promotes the academic success and well-being of each student.
Standard 6. Professional Capacity of School Personnel
Effective educational leaders develop the professional capacity and practice of school
personnel to promote each student’s academic success and well-being.
Standard 7. Professional Community for Teachers and Staff
Effective educational leaders foster a professional community of teachers and other
professional staff to promote each student’s academic success and well-being.
Standard 8. Meaningful Engagement of Families and Community
Effective educational leaders engage families and the community in meaningful, reciprocal,
and mutually beneficial ways to promote each student’s academic success and wellbeing.
Standard 9. Operations and Management
Effective educational leaders manage school operations and resources to promote each
student’s academic success and well-being.
Standard 10. School Improvement
Effective educational leaders act as agents of continuous improvement to promote each
student’s academic success and well-being.
Source: National Policy Board for Educational Administration. (2015). Professional Standards for
Educational Leaders 2015. Reston, VA: Author. www.npbea.org.
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Table 4a
Crosswalk of 2008 ISLLC to 2015 PSELs Standards
ISLLC Standards PSEL Standards Key Differences Between
2008 and 2015 Standards
1.  Vision 1.  Mission, Vision, and Core Values
10. School Improvement
ISLLC 1 focuses on
organizational effectiveness.
PSEL 1 focuses on the
success of every student by
including core values in
addition to the mission and
vision to define the school's
culture, and gives guidance
for effective leaders to set
goals, model and pursue
changes in their leadership. (2
of 7 PSEL elements go
beyond ISLLC 2008)
PSEL 10 unpacks one
element of ISLLC into 13
elements to promote
continuous learning and
improvement. (6 of 10 PSEL













4. Curriculum, Instruction, and
Assessment
5. Community of Care and Support for
Students*
6. Professional Capacity of School
Personnel*
7. Professional Community for Teachers
and Staff
PSEL 4 broadens the
expectations for leaders to
supervise, monitor, evaluate
and support instruction as
well as incorporating valid
assessments which were not
in ISLLC 2. (1 of 7 PSEL
elements go beyond ISLLC
2008)
PSEL 5 focuses on a global
view that emphasizes leaders
taking actions to improve
their school community and
making it a trusted
environment where students
feel accepted, valued, cared
for and encouraged. (3 of 6
PSEL elements go beyond
ISLLC 2008)
PSEL 6 takes one function
within ISLLC 2 into nine
elements necessary to
develop staff capacity. PSEL
6 emphasizes continuous staff
development as well as
promoting a healthy work-life
balance for the leader and
their staff. (7 of 9 PSEL
elements go beyond ISLLC
2008)
PSEL 7 takes two functions
from ISLLC 2 into element






and faculty initiated. (5 of 8






5. Community of Care and Support for
Students*
6. Professional Capacity of School
Personnel*
9. Operations and Management
PSEL 9 goes above and
beyond ISLLC 3 by working
with an “end in mind” and
embedding student needs in
every decision and
developing and managing
productive relationships. (8 of





8.  Meaningful Engagement of Families
and Community*
PSEL 8 calls for leaders to
build productive relationships
including two way
communication that leads to
student learning and
improved school
communities. (3 of 10 PSEL
elements go beyond ISLLC
2008)
5. Ethics 2. Ethics and Professional Norms
3. Equity and
Cultural Responsiveness*
PSEL 2 specifically calls for




moral direction and put
students first in educational
decisions. (2 of 6 PSEL





3. Equity and Cultural Responsiveness*
8. Meaningful Engagement of Families
and Community*
PSEL 3 ensures equity and
cultural responsiveness by
encouraging student diversity
to be an asset in addition to
confronting and altering
biases rather than recognizing
them in the previous standard.
PSEL 3 encourages a “bigger
picture” by having students to
be productive in a diverse,
global society where the
previous standard focused on
academic and social
outcomes. (3 of 8 PSEL
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elements go beyond ISLLC
2008)
Individual PSEL standards designated with an asterisk (*) correlate to multiple ISLLC standards
Source: Council of Chief State School Officers (2016). The Professional Standards for
Educational Leaders (PSEL) 2015 and the  Interstate Leaders Licensure Consortium (ISLLC)
Standards 2008: A Crosswalk.
Principal preparation and showing proficiency in the competencies for these standards is
one requirement for principals. In addition to meeting the competencies to be hired, most states
have state testing requirements for accountability that schools must meet each year or face
sanctions which is another of a principal's responsibilities. No Child Left Behind (NCLB) and
Race to the Top were once the federal legislation that drove school reform. President George W.
Bush signed the No Child Left Behind Act in 2002 to promote higher levels of academic
achievement in U.S. public education by connecting a school’s federal funding directly to student
achievement on standardized tests. This act required states to develop and administer
assessments to all students in basic skills in order to collect critical federal school funding
(Rinella, 2016). Today, the Every Student Succeeds Act (ESSA) is the driving force for
accountability in public schools. In July, 2015, President Barack Obama signed into law and the
United States Congress passed the Every Student Succeeds Act (ESSA) which reduced the
federal role under the Elementary and Secondary Education Act (ECSA). ESSA was intended to
provide states with more flexibility on accountability, school turnarounds, and teacher evaluation
systems. ESSA went into full effect in the 2017-2018 school year and requires states to develop
and implement new measures into their accountability systems that move beyond student
learning, and into postsecondary readiness (Rinella, 2016). Testing accountability includes
benchmarks that schools must meet in overall categories such as English, Math, Writing, History
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and Science and subgroups including but not limited to subgroup categories of white, black,
hispanic, students with disabilities, socially economically disadvantaged, etc.
Some would argue that the introduction of NCLB reform hindered teacher and principal
retention.  Under No Child Left Behind, principals held the primary responsibility for increasing
overall student achievement (Ellis, 2012). Archer (2003) stated that many people can become
eligible to assume the responsibilities of a building principal, however, he questions whether or
not these administrators possess the necessary skills and knowledge to be successful in a time of
heightened accountability.
To compound the significance of this task, there is a high attrition rate of principals with
45-55% of them leaving the principalship within eight years of their tenure.  The highest amount
occurs in the first years of the position (Grogan & Andrews, 2002).  In 2017, the national
average for tenure in principals was four years. Thirty-five percent of principals were at their
school two years or less, and only eleven percent of principals were at the same school ten years
or more. Principals are leaving the field due to inadequate preparation and professional
development, poor working conditions, salaries, feeling a lack of decision making authority and
high stakes accountability (Levin & Bradley, 2019).
When considering attrition, these statistics are significant because most administrator
preparatory programs require a minimum of one to two years of course study.  Attrition in
administrators is higher compared to the teaching profession, where it is estimated that 3 of 10 or
30% of new teachers will leave the profession within the first five years. This number is also
higher in cities or urban areas where the percentage of teacher turnover is similar and can be as
Rinella 34
high as 50% (Grogan & Andrews, 2002). Attrition in both teaching and administration is
significant.  Time, money, and resources are used to prepare both teachers and administrators.
When these educators leave their field, there is a lasting impact on the school, division, and
personnel.
Principal Preparatory Programs
Principal preparatory programs need to use the knowledge and skills of the educators in
the K-12 settings to ensure that preparations received at the university level are relevant and
aligned to current practices (Byrd and Williams, 1966). When an educator, typically a teacher,
decides he/she wants to take the next step and become an administrator, he or she must undergo
principal preparation or administrator certification training. Aligned with previous research,
principal preparatory programs have changed over the years from focusing on managerial skills
to understanding theories of leadership. In at least 43 states, these principal preparatory programs
have used either the ISLLC or PSEL standards to build their programs.
Similarities in principal preparatory programs can be seen both domestically and
internationally. In Fiji, school leaders’ preparation includes course work in financial
management, context specific training, strategies for program delivery, and field training. In New
Zealand, school administrators demonstrate mastery of skills related to seven capacities:
management, communication, consolation, knowing when to lead, decision making, critical
reflection, and interpersonal connectedness in the community. Similarly, in South Africa,
Advanced Certification of Education (ACE) leadership preparation programs include foci in the
areas of school management, managing teaching and learning, finances, people and leadership,
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educational laws and policies (Ng and Szeto, 2015). In Hong Kong, before 2000 beginning
principals were required to attend basic coursework in administration as organized by the
Education Department (ED). Through ‘Continuous Professional Development for School
Excellence,’ a guidance document created in Hong Kong, school leaders were given a coherent
framework of requirements for aspiring principals (AP) and newly appointed principals (NAPs).
This structured program provides leadership development and support from experienced
principals (Orland-Barak & Yinon, 2005).
In the United States, similarities and differences with expectations and requirements are
evident. They [principal preparatory programs] lack focus and coherence and bear little relation
to the realities of managing and leading schools (Levine, 2005). Research does not suggest a
strong correlation between principal preparatory programs and how principals perform or how
their behaviors, knowledge, and qualities have further been impacted as an effect of their
program.  It does suggest that there should be a connection between coursework and field
experience where principal preparation includes active, hands-on, learning by doing experiences
(Darling-Hammond et al., 2010). The Wallace Foundation in collaboration with the Stanford
Educational Leadership Institute funded a study in 2005 to focus on identifying and replicating
effective programs that produced highly qualified school leaders. Eight pre and in-service
programs in five states were examined in which the content of the program, perceptions of the
participants, interviews and graduate surveys were conducted. Findings asserted essential
elements of good leadership include support and development of effective teachers,
implementation of effective organizational processes, designing programs based on research, and
including cohorts and mentors to enable collaboration between universities and area schools,
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multiple pathways to high quality leadership development and policy reform and financial
sustainability (Davis et. al, 2005). Factors that were determined in the Wallace Foundation to
impact school leadership reveal school districts are struggling to attract and retain an adequate
supply of highly qualified candidates for leadership roles (Knapp, Copland & Talbert, 2003); and
(2) Principal candidates and existing principals are often ill-prepared and inadequately supported
to organize schools to improve learning while managing all of the other demands of the job
(Young, 2002; Levine, 2005).
A theme throughout the literature is that a principal can no longer be just a building
manager; he/she must be a coach and instructional leader. While traditional programs provided
training for how to manage and run a building, no longer is this the role of the principal. In 2003,
Farkas, Johnson and Duffeett showed that 67% of principals felt education leadership programs
are out of touch with current practices, and only 4% of administrators commended their
preparatory program. Principal preparation has been a concern and the need to improve the
program has been debated in varying venues (Cunningham & Sherman, 2008, Hale & Moorman,
2003, Mchatton, Boyer, Shaunessy, & Terry, 2010). Universities, states, and school divisions
have implemented changes in their practices and program designs in hopes of producing the best
of the best to lead schools (Loving, 2011). When reviewing principal preparatory programs,
Cunningham and Sherman (2008) described pressures universities feel to improve their
educational leadership programs with an emphasis on real world experiences and internships.
They suggested that programs lack contextual relevance and focus on instructional achievements
which ultimately results in student achievement. It is further noted that programs lack continuity
and have a disconnect between theory and practice. A possible solution is to include greater
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experiences in internships and a partnership between the universities and school districts
(Cunningham & Sherman, 2008). Similarly, Fleck advocates for universities to encourage longer
internships and experiences across buildings and age groups. (Fleck, 2008). Research was
conducted that supported building preparatory programs with the development of skills
connected to competencies such as the ISLLC/PSEL standards especially in states that have
adopted these as their requirements for certification. “Developing effective school leaders
requires an integration of state policies that ensure that university preparation programs, state
license requirements, district professional development and evaluation systems are aligned with
state principal standards” (Vogel & Weiler, 2014, p. 345).
Perceived Professional Development Needs
Studies have been conducted to identify the professional development needs of newly
appointed principals and veteran principals. Just as preparation and professional development
can support the skill development in a principal, lack of these supports is one of the reasons for
principal turnover. Ng and Szeto (2015) studied issues in Hong Kong and internationally that
affect aspiring principals (APs) and newly appointed principals (NAPs).  Their results revealed
that NAPs received training in areas of school leadership, management, human-relation skills,
mentoring, and networking.  Their research also revealed how NAPs recommended more
in-depth training in each of these areas, and the training they received only scratched the surface
of what they needed.
Providing more relevant training, better pay, more time, authority, recruitment and
relevant professional development are supports new principals need (Gilman & Lehman-Givens,
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2019). Principals need high quality professional development and learning opportunities both
when they begin their position and during their tenure to develop needed skills for school
leadership (Levin & Bradley, 2019).
Moving into the principalship for the first time can be considered stressful and even
traumatic. Regardless of the principal preparatory program(s) that administrators complete, there
will always be events that occur that they have not received training for. When these experiences
occur, a principal will need skills to handle them emotionally and behaviorally. When referring to
principals entering into the position, research has included metaphors of them “balancing at the
top of a greasy pole” (Walker & Qian, 2006, p. 297); “sitting in the hot seat” (Weindling &
Dimmock, 2006 p. 325); “the pain outweighs the gain” (Howley et al., 2005, p.757); “jumping
off the deep end and swimming against the tide” (Armstrong, 2004, p. 2). These analogies
indicate principals need support in their position.
Research shows that principal preparatory programs have historically included training
aligned with the ISLLC standards in 43 states.  While this training and course work often
includes the study of curriculum and instruction, facility maintenance, school law, finances and
allocation of resources, additional coursework, and preparation in the Professional Standards for
Educational Leaders is needed all over America.
Statistics on Turnover
Virginia Rangel (2018) reviewed 36 empirical studies to determine the reasons for
principal turnover. Principal turnover is defined as when a principal does not return to the same
school from one year to the next. This turnover can happen for various reasons that may include
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the principal moving to another school in the same district, moving to another school in another
district, taking a position in a central or administrative office, or exiting the profession all
together (Rangel, 2018). Contributing factors studied related to turnover were the principal’s
gender, race, age, level of education, job satisfaction, school’s performance and conditions, size
of school and student population, geographical determinations (urban, suburban and rural),
accountability in school achievement and salaries. Rangel’s review (2018) showed there is an
increase in principals’ rate of turnover based upon the following factors:
● Age: Younger principals turnover was higher than older principals.
● Gender: More women left the principal position than men.
● Geographics: There were higher percentages of principal turnover in smaller schools and
those with a higher number of minority and low-income students.
Principal turnover and attrition is higher in schools serving poor, minority, and/or
low-achieving students. Principals who transfer tend to move to schools with lower
concentrations of these students (Branch, Hanushek, & Rivkin, 2008; Gates et al., 2003; Horng
et al., 2009; Papa et al., 2002). “Urban schools and schools with lower performing students are
more likely to have principals with fewer years of school leadership experience and substantial
turnover in school leadership” (Owings, Kaplan & Chappell, 2011, p. 216).
Issues such as retirement, stress, changes to roles, and increased responsibilities are
leading to disengagement and flight from the principalship (Cocklin and Wilkinson, 2011).
Inadequate preparation and professional development, poor working conditions, insufficient
salaries, lack of decision making authority and high stakes accountability policies were five
reasons for principal turnover based upon the work completed by Levin & Bradley in as
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Executive Summary for NAESP on principal turnover (Levin & Bradley, 2019) . The statistics
on principal turnover are staggering.  For example in 2008, principal turnover in the state of
Texas was highest in high school principals ( with three years or less experience) at 61% from
2004-2007. This rate jumped to 71% with principals who had five or less years of experience.
The rate was 73% in schools with over 50% of low-income students (Edwards, Quinn, et. al.,
2018). In 2017, the national average rate for principal turnover was 18 percent each year. A
discrepancy in this data is evident in lower versus higher poverty schools with a six to eight
percent difference depending on the state. In 2016-2017, the turnover rate in CA, NC and WA
was 22, 23 and 20% respectively.
Principal turnover compounded with the requirements for licensure and state legislation
for accountability has an impact on school success and student achievement (Edwards et al.,
2018). Principals are charged with setting the vision for the school, hiring the best teachers,
maintaining best practices in instruction, meeting students needs, managing the facility and
organization and working with all community members. When there is turnover of the principal,
all aspects of the functionality of the school can be affected (Edwards, et. al, 2018, Lyons &
Algozzine, 2006, Papa, 2007, Rangel, 2018). The demand for new principals has increased and
the number of applicants for these positions has decreased. Reasons for lack of applications for
the principalship include a decrease in pay, not enough time to get the job done and too many
roles that must be filled by one person (Gilman & Lahman-Givens, 2001). Teachers considering
moving from the classroom to administration do not see the financial gain compared to the stress
of the position to compensate them accordingly.
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The Need for Support
The implications of high principal turnover include a decrease in student achievement,
increase in teacher turnover, and more time needed to build relationships with students, teachers
and communities (UCEA, 2007). All of these affect and impact the school culture and climate.
For these reasons, new administrators need support in order to remain in the position and build
effectiveness once they move into the position. While they receive principal preparation
coursework in specific competencies such as the ISLLC or PSEL and often participate in
internships in administration, no preparation can give them every ounce of knowledge needed to
handle every situation.  With experience comes knowledge, and new principals often lack the
experience necessary to effectively encounter and handle each situation that arises for the first
time in the position. Therefore, principals need a layer of support once they enter into the
building lead position.
In a qualitative survey of 275 principals, research was conducted to determine what
principals’ perceptions and recommendations were for improving supervision and evaluation of
principals.  “Several principals included mentoring and additional supports for new principals.
One principal reported superintendents should ‘spend more time with new principals so they
don’t feel like they are learning by trial and error.’ It was recommended that superintendents
‘meet regularly with principals, especially those early in their career.’ A first-year principal
recommended ‘more mentorship from the administrative team and superintendent. . . to
collaborate with others . . . to receive constructive criticism to help with growth.” (Hvidston, et.
al, 2018, p. 222).  Hvidston, McKim, and Mette (2016) researched the perceptions of novice
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principals who experienced frequent school visits from their superintendent as opposed to less
frequent visits for experienced principals. Their findings supported the complexity of the
principalship for new principals, the need for differentiated supervision, mentoring for novice
principals and year-long coaching in a Council of Chief State Officers supervisor principal
initiative (Turnbull et al., 2013).
Support for new principals can take many forms.  Support could include following a
mentorship model and assigning a former principal to mentor the new principal who has years of
experience to work with the new principal. It can be central office personnel being assigned in
the same capacity, or support could be having the principal participate in a cohort program with
other new principals. Support could also include the principal not being assigned a mentor
directly. Instead they seek out another person, either a former or current administrator, to be
someone they can look to in times of need to support them with school experiences.  This would
be considered a buddy mentor.  Research shows a recent trend of superintendents or central
office staff participating in coaching or counseling of new principals as well.  This model
involves central office personnel routinely scheduling visits to engage in instructional “walks” of
classroom instruction.  This is followed by coaching conversations with supportive feedback for
the principal to use in making further decisions for staff and/or professional development
(Aldrich, 2018).
Teacher Mentorship
A newly hired teacher starts out with a handshake and a contract. Teachers then are given
a classroom, roster of students, policy manual or handbook, technology expectations, curriculum,
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etc.  New teachers often are filled with excitement and enthusiasm at the thought of their new
position. It can quickly turn into “reality shock” when the new teacher is met with the true
demands of the profession. Vallini (2002) lists the demands of new teachers to include: managing
the classroom, learning school system information, acquiring instructional resources and
materials, planning, organizing and managing instruction, assessing students' progress,
motivating students, using effective methods, knowing and understanding how to deal with
students’ behaviors, needs, wants, attitudes, etc., communicating with parents, adjusting
accordingly to the teaching environment and positions, and receiving emotional support. While
these are not all of the duties and responsibilities of a teacher, it is an accurate depiction. With
this being the case, new teachers need a person or persons that they can use not only for support
but guidance.  They do not need a buddy as much as they need someone who serves as an
example of how to learn and grow and become the best teacher they can be. Effective mentor
models can be used for this purpose.
To define the term mentor, Hall (2008) states, “As master artisans, well respected for the
quality of their work, they had advanced through the stages of unpaid apprentice and paid
journeyman before earning master status.” Throughout history, this system has been used with
great frequency and reliability in many professions and trades. Craftsmen train and learn under
the watchful eye of a master until they meet the standards of high-quality work. In the field of
education, the concept of apprenticeship and working under a master craftsman is not foreign. In
contrast, Villani (2002) referred to teaching as the only career without a recognized stage. While
some would say teaching has an apprenticeship stage or necessary amount of induction, others
would disagree and say that it is not enough. In education, the term “induction” is frequently
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used. Induction programs are not additional training but are designed for those who have already
completed college or a teacher preparation program. These programs are often conceived as a
bridge from “student of teaching” to “teacher of students.” Teacher induction can refer to a
variety of different activities such as classes, workshops, orientations, seminars, and especially,
mentoring (Ingersoll & Smith, 2004). For new teachers, having an induction process allows them
to be a part of their growth and ease into the profession. Without it, teachers are set up for
having to figure out too much on their own which can lead to stress, frustration and in some
cases, burn out.
Villani (2002) suggests four ways that mentors can support their mentee or first year
teacher.  Supports include providing them with emotional support and encouragement, providing
them with information about the daily workings of the school and cultural norms of the school
community, promoting cultural proficiency regarding students and their families, and giving
cognitive coaching.  Villani (2002) also suggests a list of qualities that mentors should have.
These include being approachable, sincere, enthusiastic, able to teach, competent, trustworthy,
willing to listen and spend time together, having integrity, being receptive, willing to work hard
and being positive, confident, open and committed to the profession, experienced, tactful,
cooperative, and flexible. With these steps in place, a foundation can be laid to support a new
teacher. No matter the field they work in, having a mentor that can possess these qualities and be
supportive of their mentee can greatly impact their retention.
The overall objective of teacher mentoring programs is to provide newcomers with a
local guide, however, the particulars in regard to character and content of these programs
themselves vary. Duration and intensity are one set of variables; mentoring programs can vary
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from a single meeting between mentor and protégé at the beginning of a school year, to a highly
structured program involving frequent meetings over a couple of years between mentors and
protégés who are provided with time away from their normal teaching schedules (Ingersoll &
Smith, 2004). Mentoring and induction is a process that takes careful planning, both of the
mentor/mentee pairs and the content for which they cover.
In the teaching profession, it is estimated that 30% of new teachers will leave the
profession within the first five years. This number is even more staggering in cities or urban
areas. The percentage of teacher turnover can be as high as 50%. Research shows that in areas
where a mentorship model or mentorship is present, this number decreases significantly (Villani,
2002). Just as the turnover rate is high within the first five years, Doyle (1988) estimated it takes
a teacher five years to master the demands of teaching. Huling-Austin's (1992) outline the types
of mentoring models and makes comparisons between them.  From a review of over 80 studies,
insights were gleaned on specific programs of induction, mentoring programs and practices.
Huling-Austin addresses some of the challenges associated with first year teachers and provides
suggestions for improvement.  One such concern is giving new teachers multiple teaching
assignments due to the overall workload and stress of this kind of assignment.  Despite this, often
new teachers are given multiple assignments. Other concerns include appropriate matching of the
new teacher's background to the teaching assignment. It would make sense that a teacher would
be hired to teach what he/she has been trained to do.  However, because of the demands of the
course loads and the lack of qualified teachers, teachers can be placed in subjects/content areas
for which they have only minimal preparation.  New teachers are also often assigned to
extracurricular activities due to their willingness to do anything needed for a school.
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Ingersoll (2003) conducted research over a number of years in the area of teacher
induction studying the connections between teacher induction, attrition, and turnover. Using the
Schools and Staffing Survey (SASS) and the Teacher Followup Survey (TFS), Ingersoll studied
four cycles of data completion from 1987-1988, 1990-1991, 1993-1994, and 1999-2000 with
particular focus on beginning teachers participating in induction programs. A battery of items
was included in the 1999-2000 survey to specifically gather the following information from
beginning teachers from formal and nonformal programs. Sample survey items included:
● Provided with a mentor and whether the mentor was in the same subject area.
● Degree of helpfulness of the mentor provided.
● Participated in seminars or classes for beginning teachers.
● Had common planning time with other teachers in their subject area.
● Had regularly scheduled collaboration with other teachers on issues of instruction.
● Participated in a network of teachers (e.g., one organized by an outside agency or over
the internet).
● Had regular supportive communication with their principal, other administrators, or
department chair.
● Reduced teaching schedule.
● Reduced number of preparations.
● Extra classroom assistance (e.g., teacher aides).
From this research, Ingersoll found that mentoring and induction support had a positive effect on
new teachers.  The greater the number of induction program supports, the greater the likelihood
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for the teacher to stay after the first year.  Teachers without induction and any of the induction
supports listed above were 40% more likely to leave after the first year as seen in Figure 1.
Figure 1
Percentage of beginning teacher turnover after the first year, according to amount of induction
support: 2000-2001
To continue this research, Ingersoll & Strong studied non-mentored teachers and the
characteristics of their schools as it related to new teacher retention in 2011.  For their research
they again used the two surveys taken from the National Center for Education Statistics, SASS
and TFS. These were given to over 52,000 elementary and secondary teachers focusing
specifically on beginning teachers and pulled a random sample of 3,235 surveys that met this
criteria.   Questions that were asked included whether the new teacher was provided a mentor
(and if the mentor was in their subject area), the degree of helpfulness from the mentor,
participation in seminars and/or new teacher classes, had common planning time with their
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mentor, had regularly scheduled time for collaboration, were networked with other teachers,
level of support from administration, reduced teaching schedule, and additional classroom
support or assistance such as an instructional assistant (Ingersoll & Strong, 2011).
Results from this study showed 66% of new teachers worked closely with their mentors,
70% were like-matched with their mentor prior to working together, 45% had common planning
time with their mentor, and 56% participated in collaboration with other teachers (Ingersoll &
Strong, 2011). While an actual percentage was not directly stated, it was noted that "far fewer"
teachers had a reduced number of courses to prepare for and extra classroom support. From the
surveys, the researchers found at the end of the first year, 15% moved to a new school and 14%
left the field of teaching. Original predictions for turnover prior to the end of the year was 40%.
Therefore, the percentage of turnover for those who experienced induction was positive. Sixteen
percent of new teachers surveyed received no mentoring supports.   Of the induction components
listed above, 22% received at least three and had a turnover rate of 28%.  Thirteen percent
received six of the induction components and their turnover rate was a little less at 24%.
Ingersoll and Strong’s (2011) research continued to suggest that the more induction components
there are in place, the greater the success of the teacher on student achievement and retention.
Principal and teacher turnover may be related. Research affirms that the quality of
principal leadership directly influences teacher retention (Levine, 2005). Specifically in
low-performing schools, teachers who decide to stay on the job as a classroom teacher do so
because of their relationship with their school’s principal (White, Fong, & Makkonen, 2010). A
principal has the ability to create a positive and collaborative environment to attract and retain
teachers. The relationship they develop with new teachers and the support they receive can
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contribute to their success or failure.  In a national study to predict teacher turnover demonstrates
this as shown in Figure 2, teachers who strongly disagreed with their administration were
predicted two times more likely to leave the position.
Figure 2
Predicted Teacher Turnover Rate by Administrative Support
Carver-Thomas, D. & Darling-Hammond, L. (2017). Teacher turnover: Why it matters and what
we can do about it. Palo Alto, CA: Learning Policy Institute.
Mentorship Models for Principals
There has been a great deal of research on the mentorship of teachers and the impact that
quality mentorships can have on their retention (Ingersoll & Smith, 2004, Ingersoll & Strong,
2011, Villani, 2002 & 2005). Despite the training and preparation teachers complete before
becoming a teacher, they still often face a significant shock factor when they move into the new
role.  Principals, despite their years of teaching and/or principal preparation can experience the
same shock. “By all accounts, new administrators experience intense, unrelenting stress as they
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try to adjust their textbook understanding of leadership to the real world of practice” (Holloway,
2004, p. 87). Most administrative certification programs include an internship, which may or
may not be beneficial depending on how much actual hands-on experience is gained.  Challenges
that face principals in their first few years include experiencing culture shock in their transition,
finding difficulties in that all decisions start and stop with them, experiencing isolation, and
finding their own leadership style, norms and beliefs (Qian, 2006). “We have often asked
aspiring and new principals to go it alone, abandoning new principals to the fate of swimming
without a lifejacket” (Hall, 2008). These statements reiterate that principals are charged with
much more than effectively running a school building and the need to support them through a
mentorship. Malone stated “never before has the need for effective mentoring programs been
more urgent. With record enrollments and retirements of administrators, the pool of qualified
principal candidates is shrinking” (Malone, 2002, p.3). Research shows that in areas where a
mentorship model or mentorship is present in teacher positions, this number decreases
significantly (Villani, 2005). Malone’s (2002) Research Roundup updates the field with districts
and programs that are supporting a mentorship of principals model.  One model referenced came
from how schools in Santa Cruz were having difficulty finding qualified principals.  From this
shortage, the program “Growing Our Own” was built at two local universities bringing
principals, assistant principals, and resources together to create principal apprenticeships. These
apprenticeships focused on supporting the principal and building their capacity as a leader. The
division showed success with principal retention and school achievement.
Similarly, in Albuquerque, New Mexico, districts were needing to advertise open
principal positions two and three times because their candidate pool was shallow (Weingartner,
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2001). This need resulted in the school division creating a successful mentoring principal
program that began with the hiring of a seasoned and experienced principal. New principals were
given the option of meeting voluntarily with this “mentor” to focus on areas such as their
backgrounds, areas of growth, and suggestions for staff development. In its first six years, the
program, Extra Support for Principals (ESP) provided nearly 100 mentors to new administrators.
The school division’s evaluation of the program showed a success rate of 95% of the principals
surveyed who participated. Another program was created in a school district in New York City
where the superintendent identified a group of the most experienced principals to serve as
mentors to new principals (Willen, 2001).  An induction of the principal is conducted similarly to
the teacher model which includes careful pairing, allotted time to meet, discussion and sharing of
situations that affect a principal and his/her position. The novice principal makes connections
and networks to be able to have a resource to go to when seeking experience and/or support
(Malone, 2002). The purpose of Malone’s article is not only to share examples of districts where
a principal mentorship model is present, but also to provide resources that could be used when
creating one from the ground up.
There are two tasks for a novice principal; survival and being an educational leader
(Daresh & Playko, 1997). In response to the increasing need for the development of school
leaders, there has been an increase in the need for support of principals new to their positions.
For principal induction, programs or models found in the literature examine a few approaches to
support leadership development.  Leadership development can occur through a specific program
structure, learning from experience, mentorship and leadership development metaphors
(Boerema, 2011).
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Research indicates in educational settings, mentoring relationships play an important role
in the leadership development of aspiring school leaders (Browne-Ferrigno & Muth, 2004; Crow
& Matthews, 1998; Daresh, 1992, 1995, 2003, 2004; Ehrich, 1995; Ehrich, Hansford, & Tennent,
2004; Gardner, Enomoto, & Grogan, 2000; Mertz, 2004; Playko, 1995; Ryder, 1994; Winn,
1993). Mentoring benefits are significant for both mentees and mentors, including the
opportunity to share, reflect, and participate in mutual professional development (Ehrich et al.,
2004). Collaboration between veteran and new or aspiring principals can promote an
environment that is conducive to high levels of student achievement (Daresh, 2004). However, to
date, little research has been conducted on the challenges faced by small, rural school divisions
in sustaining a mentoring network for new leaders while under intense state scrutiny due to
accountability pressures.
Mentoring occurs when a veteran professional is paired with a novice and the goal is to
enhance their career development, such as leadership development in principals. Mentoring is
meant to be different than coaching or counseling. It is intended to be interactive where a transfer
of knowledge occurs as a result. A goal of mentorship is to develop a relationship with another
colleague rather than be task oriented.  This type of relationship can last one to two years, if not
longer (Boerema, 2011).    When a veteran principal is paired with a novice principal for the
purpose of mentoring, the less experienced colleague can be supported with their personal,
professional, and career goals similar to the teacher model (Malone, 2002).  Another model of
support includes having a new principal become part of a cohort that meets regularly and uses
this format as a network to problem solve and work through situations. Despite the abundance of
research on the mentorship of teachers, limited research was found that supports mentoring of
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principals, regardless of the method or model. There was a lack of research found that supported
mentorship of new principals particularly in the ISLLC and/or PSEL standards.
Leithwood (2004) stated that principal leadership is second only to the instruction of the
classroom teacher and is directly connected to the success of the school. School leaders do not
fully emerge as a result of their training, programs, and preparation. Their development is more
incremental from when they began in their own education to how they learned in their first years
in the classroom and as leaders.  Becoming a leader is an ongoing process (Dukess, 2001). If
principal leadership affects school success, having a principal begin their tenure with the
necessary supports can make all the difference in the overall results for the principal and the
school.
Some states and school districts are utilizing mentoring to attract and train both aspiring
and novice principals. The Principal Residency Network out of Providence, Rhode Island was
founded in 1998 serves 20 aspirant principals a year in Rhode Island, Massachusetts, New
Hampshire and Vermont. Prospective principals and mentors work together in monthly seminars
and quarterly institutes to share best practices, discuss theories and research practices in
educational leadership.  Potential principals visit schools and receive feedback on practice from
administrators within and outside of the residency network.  After completion of this program,
graduates are fully certified to become a school administrator (NAESP, 2003).  This program is
supported by Johnson & Wales University, US Department of Education, Rhode Island
Foundation, RI Department of Education and School Reform Initiative (CLEE, 2017).
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The Danforth Educational Leadership Program at the University of Washington has a
mentoring program that prepares experienced teachers to become K-12 principals and
administrators. The one year intensive program is divided into an internship and rigorous
academia that links educational theory and practice. Thirty two students who are experienced
educators are selected and spend approximately 20 hours per week with their mentor, an
experienced principal. Participants are responsible for implementing a school improvement
project and are encouraged to have their internship in at least two different districts and settings,
urban, suburban, or rural districts and elementary and secondary level (NASEP, 2003).
Texas state law requires first time principals to engage in a year long induction and
mentoring program. New principals are paired with mentor administrators who have at least five
years of experience in the First-Time Campus Administrators Academy through the Texas
Elementary Principals and Supervisors Association (TEPSA). In a two-year program, the
mentee-mentor pair participate in cohorts three times a year for standards based professional
develop and meet at least one time per month followed by phone calls and emails throughout the
first year. In the second year, the mentors help support their mentee not only in the managerial
aspects of the position, but also in leadership development. The goal is to develop a lasting
relationship that will move from mentoring to collegial. Similarly in New York, a two year
Principal Mentoring Program matches 12 retired principals with 72 novice principals. In the first
year, mentor principals spend a half day each week working side by side with the novice
principal in their school. Training sessions are provided at least six times per year when mentors
and mentee cohorts engage in professional development based upon observations and
Rinella 55
experiences.  In the second year, the mentor continues to be available by phone or email as
needed (NAESP, 2003).
Unlike other programs that are designed for aspiring or new principals, the Emeritus
Corps Advanced Leadership Program for Principals in New York is for high school principals
with three or more years of experience.  The program that is affiliated with the Education
Alliance at Brown University and the Executive Leadership Institute at the Council of
Supervisors and Administrators of the City of New York was developed to support principals and
further develop their impact on instruction and student achievement. Forty-eight principals work
with retired principals in monthly leadership seminars, resources, consultation and mentoring.
The principals focus on a specific school problem with a team of retired principals that serve as
consultants to develop strategies and action steps to address the problem. A goal of this program
is for the newer principal to develop a mentoring relationship with one of the retired principals
(NAESP, 2003).
In a national survey, the Wallace Foundation studied perspectives in school districts
where mentoring of principals was present and where it was not.  Results included 218 responses
from at least 1 district in 40 of the 50 states about principal perspectives on mentoring. Using a
quantitative survey and qualitative data of 14 interviews across 9 states, findings showed that
only 41% of respondents had mentoring programs for principals. Of these, 21% of programs
were unfunded, and 32% did not expect to have financial resources to sustain their program in




A research literature review is a systematic and explicit method of exploring, evaluating
and synthesizing bodies of work in a particular field that has been conducted by researchers,
scholars and practitioners (Fink, 2010). This review of the literature was conducted to provide an
overview of the role of principal and how their role has evolved over time, examine the
Professional Standards for Educational Leaders, formerly the Interstate School Leaders
Licensure Consortium, and make connections between new teachers and principals both in their
preparation and the challenges they face in their first few years.  This review provided statistics
on principal turnover and the impact this can have on a school as the literature reiterated that
principals are the second most impactful person in a school’s success, after the influence of the
teacher.  Pick the right school leader and great teachers will come and stay. Pick the wrong one
and, over time, good teachers leave, mediocre ones stay, and the school gradually (or not so
gradually) declines. Reversing the impact of a poor principal can take years (Mitgang, 2008, p.
3).
In recent decades, it has been questioned if a principal’s role may have expanded beyond
what is reasonable for a single person. In the nineteenth century, principals were hired to
supervise and run a school building while teachers were hired to oversee instruction.  A principal
was responsible for the maintenance of the building, management of the records, and allocation
of resources.  They were not responsible for improving instructional practice (Alfonso et al.,
1975; Campbell et al.) and the high level of state accountability in the twenty-first century
(Lyons & Algozzine 2006).   Over the last quarter of the 20th century, the demands of both
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schools and administrators has dramatically increased (DiPaola & Tschannen-Moran, 2003).
Today, the role of a principal looks very different than it did fifty, and even twenty, years ago.
In summary, when new principals are recruited, their experiences go beyond the scope of
any one program, especially in today’s world where principals are no longer just concerned with
hiring teachers and making sure students are in climate controlled school where they can get at
least one meal per day. Instead principals today are charged with these duties, and also making
sure students and staff are safe from threats, their rights are respected, knowing curriculum for all
subjects in a number of grade levels, being data analysts, and creating a vision for the school
community. Because there is no guidebook or playbook, new principals need support in their first
few years.
A lack of sufficient research was found that supported the mentorship of principals,
particularly in the ten professional standards. This laid the foundation for research to be
conducted in this study to determine principals’ perceptions of their preparation programs and
mentorship in these professional standards and if it is adequate to meet the demands of their
position in the first few years of the principalship. Chapter 3 presents the conceptual framework




This chapter describes the research methods that were used for collecting and analyzing
the data needed to determine the purpose of the study. This chapter is divided into the following
sections: purpose of research, conceptual framework, research design, instrumentation,
population, data analysis and research recommendations.
Background and Research Questions
A school’s principal, coming in only second to the teacher, influences student learning
(Anderson & Reynolds, 2015; Leithwood, Day, Sammons, Harris, & Hopkins, 2006; Leithwood
& Jantzi, 1999). When a teacher leaves the classroom to become a school principal and leader,
he/she assumes an ever growing amount of responsibilities (Moir, 2003). As stated in the review
of the literature, these responsibilities include being the school’s educational visionary,
instructional and curriculum leader, assessment expert, disciplinarian, community builder, public
relations and communication expert, budget analyst, facility manager, special programs
administrator, among many others (Davis et al., 2005). Before moving into a principalship, a
person often has experience in the teaching field and receives further education and training
through a principal preparatory program. Despite the training that principals go through to
become the school leader, they can not be prepared for every unexpected situation and/or crisis
that arises.  Federal regulations including Race to the Top (RT3) and the Every Student Succeeds
Act reauthorization have placed a focus on principal preparation. The Professional Standards for
Educational Leaders (PSEL), previously called the Interstate School Leaders Licensure
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Consortium (ISLLC) standards, required by the Commonwealth of Virginia, are a model linking
leadership with research and knowledge for school administrators. The purpose of the ISLLC
standards initially was to provide “guidance to state policymakers as they worked to improve
educational leadership preparation, licensure, evaluation, and professional development” (The
Council of Chief State School Officers, 2008, p. 1). The ISLLC standards were adopted by the
National Council for Accreditation of Teacher Education and became the criteria for principal
preparation program national accreditation (NPBEA, 2011). In 2013, the National Council for
Accreditation of Teacher Education and the Teacher Education Accreditation Council
consolidated to form the Council for the Accreditation of Educator Preparation (CAEP). CAEP is
the national accrediting organization that oversees educator preparation programs and is one of
nine member organizations of the National Policy Board for Educational Administration.
(NPBEA, 2015).
In 2008, NPBEA began the process to update and revise the standards in an effort to
reflect challenges to student success in the 21st century.  These new standards, PSEL, were
approved in 2015 by NPBEA and their intent is to improve the work of school leaders, central
office administrators and school boards. (CCSSO, 2016).
The review of literature indicated that principal preparatory programs in 43 states use the
ten Professional Standards for Educational Leaders, formerly the six Interstate School Leaders
Licensure Consortium standards, which include: 1. Mission, Vision, and Core Values 2. Ethics
and Professional Norms 3. Equity and Cultural Responsiveness 4. Curriculum, Instruction and
Assessment 5. Community of Care and Support for Students 6. Professional Capacity of School
Personnel 7. Professional Community for Teachers and Staff 8. Meaningful Engagement of
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Families and Community 9. Operations and Management 10. School Improvement (NPBEA,
2015). Higher education institution programs provide training to future administrators to support
these competencies in the areas of facility management, instruction pedagogy, school law,
requirements for students receiving special education, discipline strategies, personnel, school
culture and often types of leadership theory.  The review of literature indicated the use of PSEL
standards to guide principal preparation programs at universities and colleges in at least 43
states. It also supports principals having a mentor similar to how teachers have a mentor in their
first few years.  A lack of research was noted in the review of literature on principals' perceptions
of their preparation based upon the PSEL standards as well as on whether the mentoring of
principals is specifically connected to the ten professional standards in which principals in at
least 43 states receive their training which leads to the purpose of the research study.
Purpose of Research
The purpose of this research was to determine the degree to which elementary principals
perceive their preparation in the Professional Standards for Educational Leaders and mentorship
in these areas as adequate to handle the demands of a novice elementary principalship. The
statistics on principal turnover is increasing and principal turnover directly impacts schools. By
determining principals’ perceptions on their preparation and mentorship in the professional
standards, the researcher took a step to determine which professional standards principals felt
more or less prepared and mentored. As a result, the researcher provided this information to
schools with preparatory programs and divisions as they induct new administrators.
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This research studied elementary principals in the Commonwealth of Virginia to
determine their perception of their training and mentorship in the ten professional standards as
adequate to meet the demands of their position in their first few years. Study findings were
shared with a private university in Virginia that offers a principal preparation program. Outcomes
were shared with a school division in Virginia and other school divisions of participating
elementary schools in an effort to improve the practice of pairing new principals with a mentor in
their first few years of the position. The researcher made the final results available to all
superintendents and school divisions who participated in the research.
Conceptual Framework
Research resources through the University of Lynchburg were used to gather information
and a context for this study. Research resources used included the databases of ERIC,
EBSCOhost, LC OneSearch and the use of Google Scholar. Through these searches, peer
reviewed journal articles, books, research studies and briefs were produced. Keywords and
phrases used to conduct multiple services included: principal/administrator preparatory
programs, school administrator standards for licensure, mentorship of principals/administrators,
novice or principal first year experiences, principal perceptions of first year experiences and rates
of principal turnover, Interstate School Leaders Licensure Consortium (ISLLC), and Professional
Standards for Educational Leaders (PSEL).  References provided from articles read through the
research were further used to obtain additional relevant information.
Following the summarization of these articles, themes were identified to provide a context
for the literature review and develop a conceptual framework.  Figure 3 provides a conceptual
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framework of how the school principal is affected by their principal preparation including the
competencies of the Professional Standards for Educational Leaders (PSEL),  formerly ISLLC,
the experiences they incur while on the job, and the division supports provided to them, if any.
These components together affect the evolving needs of the principalship and the retention of
principals in their position. As found in the review of literature, the statistics on principal
turnover is continuing to increase from year to year and directly impacts the success of school.
In some states, the turnover rate is nearly 30% per year. (Superville, 2019)
Figure 3
Conceptual Framework For Evolving Needs in Principal Mentorship
Research Design
This study was primarily quantitative and descriptive aimed to investigate and
comprehend the perceptions of principals about their preparation and mentorship in their
professional standards. Surveys are a method when conducting research that allows the
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researcher to gauge the opinions of a selected group of respondents or in certain instances, a
group as a whole (Creswell, 2008). After reviewing the research in the field, the researcher
attempted to locate a survey that would answer the research questions for this study, however,
was unable to due to a lack of existing research. Therefore, a survey questionnaire was
developed to support the investigation and shared with elementary principals through a Google
Form. The survey included a qualitative component in which participants were asked in an
open-ended question to provide additional information about their principal preparation and/or
mentorship as it relates to the PSEL Standards.  Themes were determined based upon these
responses.
A descriptive quantitative approach was used to gather data from as many elementary
principals as possible and make generalizations about perceptions of preparation and mentorship
in their professional standards..  This approach was used as the review of literature presented a
lack of this information in the field.  An open ended question was included in the survey to
provide principals the opportunity to share additional details regarding their experiences of their
preparation and mentorship in the professional standards as it relates to their work as a novice
principal. Descriptive coding was used to summarize the responses of principals if they share
feedback on their preparation and mentorship in the PSEL standards outside of the questions
asked in the survey.
For the study, the researcher first sent an email explaining the purpose of the research to
all superintendents in the Commonwealth of Virginia and asked for approval to survey
elementary principals. Email addresses for both superintendents and principals were obtained
through the Virginia Department of Education. An initial communication described the purpose
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and intent of the survey.  This was sent one week prior to sending all elementary principals
approved by their school division’s superintendent the research survey.  This survey was used to
collect descriptive data and determine the following:
● Principal perceptions of their preparation in the ten Professional Standards for
Educational Leaders
● Principal perceptions of their mentorship in the ten Professional Standards for
Educational Leaders
● Additional experiences of their preparation and mentorship in the professional standards
as it relates to their work as a novice principal.
● Demographics including:
○ Years of principalship
○ Years in elementary principalship
○ Years of teaching experience prior to becoming an administrator
○ Population of school
○ Rural, urban, suburban
The survey specifically asked participants if they received their principal preparation in the
Commonwealth of Virginia or a state that used the ISLLC or PSEL. It also asked participants if
they had a mentor or were part of a new principal mentor cohort or program.
The survey was open for responses for three weeks. The researcher sent an additional
email after two weeks and then a final email two days before it closed.
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From the results of the quantitative surveys, the researcher determined descriptive
statistics regarding principals’ perceptions related to their preparations in the six ISLLC or ten
PSEL standards and the support they had when new in the principalship and if they perceived
them as adequate to meet the demands of their position. Frequency tables or distributions were
used to show responses given by the respondents to each PSEL standard.
Instrumentation
The criteria used for item selection for the survey questionnaire was taken from a synthesis
of the research of the professional standards for educational leaders, principal preparation
programs, levels of mentorship and the evolving role of administrators from peer reviewed
journals and literature in the field. The selected survey questions were cross-referenced and
reviewed to support them being significant enough to be included as part of the survey
instrument. Further validity of determining the degree to which principals perceive their
preparation and mentorship in the professional standards was established by piloting the survey
with 5 secondary school principals. Based on their feedback regarding clarity of  instructions and
the readability of survey questions, necessary adjustments were made to the final survey
questionnaire. Pilot participants were kept confidential and their responses were not included in
the final results.
The research survey questionnaire utilized a six-point Likert scale that principals used to
rate the degree to which they perceive their perception and preparation and mentorship in the
PSELs. The questionnaire was broken into three different sections. Section 1 included statements
as they related to the principals’ perceived preparation in the PSELs. Section 2 included
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statements as they related to the principals’ perceived mentorship in the PSELs. Section 3
included statements as they related to the professional background of the principal and school
demographics. The survey instrument was available electronically through Google Forms and
open for submissions during a three week timeframe. Email addresses of all elementary
principals to send the survey to were obtained using a published list from the Virginia
Department of Education. An electronic survey questionnaire had been selected in effort to
survey as many Virginia elementary principals as possible and best supported the descriptive
research design.
A letter stating the purpose of the study was sent to all division superintendents and those
who give approval for their principals’ participation were sent the survey. An informed consent
was included as an introduction to the survey. See Appendix D. Email reminders were sent prior
to the survey opening and to participants prior to the closure.
Population
The participants in this descriptive statistics study were all principals of schools with
Prekindergarten (PreK) to Fifth Grade.  For purposes of the study, principals of public schools
with grades PreK-5 were included in the selection. All principals at these schools in the
Commonwealth of Virginia who had been approved by their division superintendent were
contacted. The researcher used  the names and email addresses as provided by the Virginia
Department of Education.  It was predicted that all superintendents would not give approval for
this research to be conducted in their division, therefore a sample population was determined
from all responses collected. Assistant principals and principal designees were not included in
Rinella 67
the survey, therefore their contact information was not requested.  The rationale for not
contacting these administrators was that the ultimate responsibility of a school lands with the
head principal. Additionally, the duties and responsibilities can vary from assistant principals and
administrative assistants or designees which are determined by the building principal.
Data Analysis
Descriptive Statistics were used following the administration of the quantitative survey to
determine trends. After determining principals’ perceptions regarding their preparation and
mentorship in the PSEL, additional demographic data were broken down per:
● Years of principalship
● Years in elementary principalship
● Years of teaching experience prior to becoming an administrator
● Setting (Urban, Rural, Suburban)
● Population of school
Individual privacy was maintained throughout this study. In order to preserve the
confidentiality of all respondents, any personal identifying data, such as email addresses, was
removed from the data set. The electronic data file with all survey responses was maintained in
an encrypted and password protected environment. Study results were reported in a manner with
every effort to preserve confidentiality of all respondents. Results that could be identified or
attributed to a particular respondent were not shared with anyone outside of the research team.
Research Recommendations
Recommendations based upon the outcomes of the survey questionnaire were made to
determine next steps for school divisions to assist and support new elementary principals. These
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results were shared with the Central Administrative Office for which the researcher works with
considerations to improve practice of supporting principals when they move into a new
elementary principalship. Results will also be made available for any school division that
participated in the research to provide school division personnel knowledge on trends in





The purpose of this quantitative descriptive study was to determine the degree to which
principals perceive their preparation and mentorship in the Professional Standards for
Educational Leaders (PSEL) as adequate to handle the demands of elementary principalship. The
researcher conducted descriptive statistical analysis to summarize the survey responses of
elementary principals in an effort to determine their perceptions of their preparation in each of
the 10 PSEL, whether they received mentorship in each of these same standards after beginning
their principalship, and whether they perceive this as adequate to meet the demands of the job.
The researcher developed the following research question to guide this study:
To what degree do principals feel they were prepared and mentored in the Professional
Standards for Educational Leaders (formerly the Interstate School Leaders Licensure
Competencies) to support the demands of the job for a novice principal in the
Commonwealth of Virginia?
In this chapter, the results of the quantitative analyses and answers to the research question
of the study are presented. The researcher illustrates the study outcomes through tables and
descriptive narratives. The researcher used SPSS to conduct the data analysis.  The demographic
information of the sample is first presented, followed by the results of the descriptive statistics




The researcher initially recruited 144 elementary principals of schools serving PreK to
Fifth Grade after receiving approval from their superintendents for their participation in the
research. Of the 144 principals, 122 (84.7%) responded affirmatively that they had received
preparation in a higher education program based upon the Interstate School Leaders Licensure
Consortium (ISLLC) or Professional Standards for Educational Leaders (PSEL) and took the
certification exam. There were 22 (15.3%) elementary principals that responded “no,” indicating
that they did not receive preparation in a higher education program based upon the ISLLC or
PSELs and took the certification exam. Therefore the researcher eliminated these 22 elementary
principals from the final sample because they did not meet the inclusion criteria. As a result, the
final sample size was 122 elementary principals that received preparation in a higher education
program based upon the ISLLC or PSEL and took the certification exam.
The professional background and demographics of the sample were first assessed; their
responses are summarized in Tables 5 and 6. Almost half of the participants reported having 4 to
5 years (26; 21.3%) or 6 to 10 years (32; 26.2%) of overall experience in principalship. In
addition, almost half of the sample also reported 4 to 5 years (28; 23%) or 6 to 10 years (39;
23.8%) of overall experience in elementary principalship. The majority (100; 82%) of the
participants were principals of elementary-level schools that offer either PreKindergarten or
Kindergarten to Fifth Grade. The majority (94; 77%) of the participants’ schools selected that
they receive Title 1 funding which indicates these schools have large concentrations of
low-income students who receive additional funds to support them. More than half (75; 61.5%)
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of the participants’ current schools were considered rural. In terms of the enrollment of the
student population, the highest percentage was having an enrollment of 299 students or below
(29; 23.8%). The rest of the principals’ schools had a variable enrollment student population in
the range of 300 to 399 students (17; 13.9%), 400 to 499 students (23; 18.9%), 500 to 599
students (21; 17.2%), 600 to 699 students (14; 11.5%), and 700 to 799 students (12; 9.8%).
Lastly, the mean number of years of teaching experience prior to becoming an administrator was
12.69 years (SD = 6.09). The highest years of teaching experience among the 122 elementary
principals was 27 years, while the lowest years was 1 year.
Table 5
Frequency and Percentage Summaries of Professional Background and School Demographics
 n %
Number of years overall in principalship
This is my 1st year as a Principal 15 12.3
This is my 2nd year as a Principal 19 15.6
This is my 3rd year as a Principal 7 5.7
4 - 5 Years 26 21.3
6 - 10 Years 32 26.2
11 - 15 Years 16 13.1
16 - 20 Years 5 4.1
More than 20 Years 2 1.6
Number of years in elementary principalship
This is my first year as a Principal 16 13.1
This is my 2nd year as a Principal 21 17.2
This is my 3rd year as a Principal 9 7.4
4 - 5 Years 28 23.0
6 - 10 Years 29 23.8
11 - 15 Years 12 9.8
16 - 20 Years 4 3.3
Did not indicate 3 2.5
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The school in which I currently serve as principal is a:
Not Indicated 2 1.6
Primary (Either Prekindergarten or Kindergarten - 2nd Grades) 10 8.2
Intermediate Elementary (3rd - 5th Grades) 10 8.2
Elementary (Either Prekindergarten or Kindergarten - 5th Grades) 100 82.0
Does your current school receive Title 1 funding?
Not Indicated 1 0.8
No 27 22.1
Yes 94 77.0
The school in which I currently serve as principal is considered:




Enrollment of Student Population
299 Students or Below 29 23.8
300 - 399 Students 17 13.9
400 - 499 Students 23 18.9
500 - 599 Students 21 17.2
600 - 699 Students 14 11.5
700 - 799 Students 12 9.8
800 - 899 Students 3 2.5
900 - 999 Students 2 1.6
1000 or More Students 1 0.8
Table 6
Descriptive Statistics Summaries of Number of Years Teaching
Demographic n Min Max M SD
Number of years teaching (prior to role as
administrator)
120 1 27 12.69 6.09
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Results
The researcher conducted descriptive statistics analysis to summarize the survey responses
of the 122 elementary principals regarding their perceptions of their principal preparation in each
of the 10 PSELs, whether they received mentorship in each of these same standards once they
began their principalship, and whether they perceive this as adequate to meet the demands of the
job. The 10 PSEL standards were as follows: 1. Mission, Vision, and Core Values 2. Ethics and
Professional Norms 3. Equity and Cultural Responsiveness 4. Curriculum, Instruction and
Assessment 5. Community of Care and Support for Students 6. Professional Capacity of School
Personnel 7. Professional Community for Teachers and Staff 8. Meaningful Engagement of
Families and Community 9. Operations and Management 10. School Improvement. The specific
descriptive statistics analysis that the researcher conducted were frequency and percentage
summaries (see Table 7).
Among the 122 elementary principals that received preparation in a higher education
program, the majority (115; 94.3%) had received training in a higher education program based
upon ISLLC. Only seven (5.7%) elementary principals had received training based upon PSELs.
In the next section, the researcher reports the participants’ responses regarding whether the
preparation they received in each of the 10 PSEL standards were adequate to meet the demands
of principalship. The majority of the participants responded that they either strongly agreed or
agreed that they received adequate training in seven of the 10 SEL standards to meet the
demands of principalship. These included the following:
● Mission, Vision, and Core Values (100; 81.9%);
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● Ethics and Professional Norms (114; 93.4%);
● Curriculum, Instruction, and Assessment (95; 77.9%);
● Community of Care and Support for Students (88; 72.1%);
● Professional Capacity of School Personnel (97; 79.5%);
● Professional Community for Teachers and Staff (102; 83.6%); and
● Operations and Management (88; 72.1%)
Within these ten standards, there were differences in the degree to which principals
indicated they received preparation. Ethics and Professional Norms (114; 93.4%), Professional
Community for Teachers and Staff (102; 83.6%) and Mission, Vision, and Core Values (100;
81.9%) were the standards principals indicated as the highest in regards to their perception of
their preparation.  Equity and Cultural Responsiveness (68; 55.7%), Meaningful Engagement of
Families and Community (82; 67.3%), and School Improvement (84; 68.8%), received the
lowest responses by principals regarding their perception of adequate training in the PSELs.
Table 7
Frequency and Percentage Summaries of Responses on Questions Regarding Perception of the




d preparation in a higher education program based upon the Interstate
School Leaders Licensure Consortium (ISLLC) or Professional Standards
for Educational Leaders (PSEL) and took the certification exam.
Yes 122 84.7
No 22 15.3
When I received my administration certification, the standards for which I
received my training were called:
ISLLCs (Prior to 2015) 115 94.3
PSELs (After 2015) 7 5.7
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The principal preparation I received in each of the following standards was
adequate to meet the demands of the principalship.







2. Slightly Disagree 6 4.9
3. Slightly Agree 14 11.5
4. Agree 53 43.4
5. Strongly Agree 47 38.5
Ethics and Professional Norms
1. Disagree 1 0.8
2. Slightly Disagree 1 0.8
3. Slightly Agree 6 4.9
4. Agree 52 42.6
5. Strongly Agree 62 50.8
Equity and Cultural Responsiveness
0. Strongly Disagree 1 0.8
1. Disagree 3 2.5
2. Slightly Disagree 14 11.5
3. Slightly Agree 36 29.5
4. Agree 43 35.2
5. Strongly Agree 25 20.5
Curriculum, Instruction and Assessment
1. Disagree 1 0.8
2. Slightly Disagree 2 1.6
3. Slightly Agree 24 19.7
4. Agree 49 40.2
5. Strongly Agree 46 37.7
Community of Care and Support for Students
1. Disagree 2 1.6
2. Slightly Disagree 12 9.8
3. Slightly Agree 20 16.4
4. Agree 48 39.3
5. Strongly Agree 40 32.8
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Professional Capacity of School Personnel
1. Disagree 1 0.8
2. Slightly Disagree 10 8.2
3. Slightly Agree 14 11.5
4. Agree 55 45.1
5. Strongly Agree 42 34.4
Professional Community for Teachers and Staff
1. Disagree 2 1.6
2. Slightly Disagree 5 4.1
3. Slightly Agree 13 10.7
4. Agree 63 51.6
5. Strongly Agree 39 32.0
Meaningful Engagement of Families and Community
1. Disagree 3 2.5
2. Slightly Disagree 8 6.6
3. Slightly Agree 29 23.8
4. Agree 54 44.3
5. Strongly Agree 28 23.0
Operations and Management
1. Disagree 3 2.5
2. Slightly Disagree 9 7.4
3. Slightly Agree 22 18.0
4. Agree 55 45.1
5. Strongly Agree 33 27.0
School Improvement
1. Disagree 3 2.5
2. Slightly Disagree 10 8.2
3. Slightly Agree 25 20.5
4. Agree 58 47.5
5. Strongly Agree 26 21.3
The researcher conducted another descriptive statistics analysis to summarize the survey
responses of the 122 elementary principals regarding their perceptions of the level of mentorship
assigned by school division in each of the ten PSEL. Table 7 summarizes the results of the
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frequency and percentage summaries. More than half (73; 59.8%) of the participants responded
affirmatively that their school division assigned an administrative mentor to support them
following their appointment as principal. Among the 73 participants that responded “yes” to
being given a mentor, 32 (26.2%) indicated that their mentor/mentee relationship consisted of
having a specific veteran administrator work one-on-one with them throughout the first year.
Twenty-five (20.5%) participants responded that their mentor/mentee relationship involved
contacting an assigned “buddy” mentor when they needed assistance. Eleven (9%) participants
responded that their mentor/mentee relationship required participating in a school division cohort
with other novice administrators and working with veteran administrators on a consistent basis.
Five (4.1%) participants responded their mentorship experience was “other” meaning their
experience was different than the three options listed above. Three of these principals responded
they were participants in an administrative cohort specifically at Virginia Polytechnic Institute, a
higher education university in Virginia. The analysis of these responses indicated that a majority
of the 73 elementary principals who were assigned an administrative mentor either strongly
agreed or agreed that the mentorship in seven out of the 10 standards was adequate to meet the
demands of their principalship. These included the following:
● Ethics and Professional Norms (53; 72.6%);
● Curriculum, Instruction and Assessment (55; 76.7%);
● Community of Care and Support for Students (51; 69.9%);
● Professional Capacity of School Personnel (58; 79.5%);
● Professional Community for Teachers and Staff (51; 69.9%);
● Operations and Management (57; 78.1%); and
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● School Improvement (51; 69.9%)
More than half of the 73 elementary principals who were assigned an administrative
mentor responded that they either strongly agreed or agreed that they received mentorship in the
PSEL. Of the ten standards, Professional Capacity of School Personnel (58; 79.5%), Operations
and Management (57; 78.1%), and Curriculum, Instruction and Assessment (55; 76.7%) were the
three highest rated of the ten standards participants responded to having mentorship in as being
adequate to meet the demands of their principalship. Equity and Cultural Responsiveness (44;
60.3%), Mission, Vision, and Core Values (48; 65.8%) and Meaningful Engagement of Families
and Community (49; 67.2%) were the three lowest rated of the ten standards participants
responded to having mentorship in as being adequate to meet the demands of their principalship.
Similarly, for principal’s perceptions of preparation and receiving mentorship in the PSELs,
Equity and Cultural Responsiveness (60.3%) and Meaningful Engagement of Families and
Community (67.2%) were standards a lower percentage of participants selected either strongly
agree or agree.
Next, the researcher summarizes the participants’ responses regarding the adequacy of
their preparation and mentorship for the first 3 years of principalship. The majority (52; 72.2%)
of principals that had an administrative mentor responded that they either strongly agreed or
agreed that their principal preparatory program adequately prepared them for the principalship.
More than half (47; 65.3%) of these same participants responded that they either strongly agreed




Frequency and Percentage Summaries of Responses on Questions Regarding Perception of the
Level of Mentorship Assigned by School Division in Each of the 10 PSEL
 n %
Following my appointment as Principal, my school division assigned
an administrative mentor to support me in the principalship.
No 49 40.2
Yes 73 59.8
If yes to being given a mentor, this mentor/mentee relationship
consisted of:
No Mentor 49 40.2
Having a specific veteran administrator work one-on-one with me
throughout the first year.
32 26.2
Having a "buddy" mentor assigned to me that I contacted as assistance
was needed. (*Buddy: A person who unofficially offers support to a
colleague when they are new in the position.)
25 20.5
Being assigned to participate in a school division cohort with other
novice administrators and working with veteran administrators on a
consistent basis.
11 9.0
Other: Please Explain Below. 5 4.1
Participated in Appointed Administrators Program (Cohort) through
Virginia Polytechnic Institute
3 60.0
Participated in NAESP Standards for What Principals Should Know
and Be Able to Do.
1 20.0
There are four elementary principals in my division. We have
scheduled meetings twice per month to support one another.
1 20.0
In my first 1 to 3 years as a new principal, the mentorship in the
following standards was adequate to meet the demands of the
principalship.
Mission, Vision, and Core Values
1. Disagree 5 6.8
2. Slightly Disagree 8 11.0
3. Slightly Agree 12 16.4
4. Agree 27 37.0
5. Strongly Agree 21 28.8
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Ethics and Professional Norms
1. Disagree 2 2.7
2. Slightly Disagree 7 9.6
3. Slightly Agree 11 15.1
4. Agree 27 37.0
5. Strongly Agree 26 35.6
Equity and Cultural Responsiveness
0. Strongly Disagree 5 6.8
1. Disagree 1 1.4
2. Slightly Disagree 10 13.7
3. Slightly Agree 13 17.8
4. Agree 28 38.4
5. Strongly Agree 16 21.9
Curriculum, Instruction and Assessment
1. Disagree 2 2.7
2. Slightly Disagree 2 2.7
3. Slightly Agree 13 17.8
4. Agree 31 42.5
5. Strongly Agree 25 34.2
Community of Care and Support for Students
1. Disagree 3 4.1
2. Slightly Disagree 8 11.0
3. Slightly Agree 11 15.1
4. Agree 27 37.0
5. Strongly Agree 24 32.9
Professional Capacity of School Personnel
0. Strongly Disagree 1 1.4
1. Disagree 1 1.4
2. Slightly Disagree 5 6.8
3. Slightly Agree 8 11.0
4. Agree 37 50.7
5. Strongly Agree 21 28.8
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Professional Community for Teachers and Staff
0. Strongly Disagree 1 1.4
1. Disagree 2 2.7
2. Slightly Disagree 6 8.2
3. Slightly Agree 13 17.8
4. Agree 31 42.5
5. Strongly Agree 20 27.4
Meaningful Engagement of Families and Community
0. Strongly Disagree 3 4.1
1. Disagree 2 2.7
2. Slightly Disagree 5 6.8
3. Slightly Agree 14 19.2
4. Agree 31 42.5
5. Strongly Agree 18 24.7
Operations and Management
2. Slightly Disagree 5 6.8
3. Slightly Agree 11 15.1
4. Agree 27 37.0
5. Strongly Agree 30 41.1
School Improvement
1. Disagree 2 2.7
2. Slightly Disagree 7 9.6
3. Slightly Agree 13 17.8
4. Agree 27 37.0
5. Strongly Agree 24 32.9
Adequate principal preparation and mentorship for the first 3 year
of principalship
My principal preparatory program adequately prepared me for the
principalship
1. Disagree 1 1.4
2. Slightly Disagree 3 4.2
3. Slightly Agree 21 29.2
4. Agree 31 43.1
5. Strongly Agree 16 22.2
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The mentorship I received in my first three years adequately supported
my principalship
1. Disagree 4 5.6
2. Slightly Disagree 4 5.6
3. Slightly Agree 12 16.7
4. Agree 35 48.6
5. Strongly Agree 17 23.6
Summary
The purpose of this quantitative descriptive study was to determine the degree to which
principals perceive their preparation and mentorship in the 10 PSELs as adequate to handle the
demands of novice elementary principalship. The researcher conducted various descriptive
statistics analyses to summarize the survey responses of the participating elementary principals
in an effort to determine their perceptions of principal preparation in each of the 10 PSEL,
whether they received mentorship in each of these same standards once they began their
principalship, and whether they perceive this as adequate to meet the demands of the job. The
results revealed that the majority of the elementary principals perceived that they were
adequately prepared and mentored in each of the 10 PSEL standards to support the demands of
their job for a novice principal in the Commonwealth of Virginia. While the majority of
participants chose “agree or strongly agree” to all ten standards, the three standards that had the
lowest rating percentages of principals agreeing to having adequate preparation in were Equity
and Cultural Responsiveness (68; 55.7%), Meaningful Engagement of Families and Community
(82; 67.3%), and School Improvement (84; 68.8%) and in mentorship of Mission, Vision, and
Core values (48; 65.8%); Equity and Cultural Responsiveness (44; 60.3%); and Meaningful
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Engagement of Families and Community (49; 67.2%). These are standards the researcher will
share in the next chapter as recommendations for additional preparation and/or mentorship.
The following chapter, Chapter 5, concludes this study. In this chapter, the researcher
discusses the implications of the results of the data analysis in detail. The researcher also
suggests potential implications of the findings in an organizational setting and recommendations




A principal's role has evolved from one who used to manage a building and hire teachers
to one who must facilitate and show leadership in every aspect that affects a school. Research
shows this role has evolved from mandates in attendance to mandates in student learning and
achievement (Wardlow, 2008). The leader of a school assumes the role of an instructional leader
who provides feedback to improve teacher performances and has a direct positive influence on
student learning (Brookover & Lezotte, 1979; McDill, Rigsby & Meyers; 1969, Miller & Sayre,
1986, DiPaola & Tschannen-Moran 2003, Wardlow, 2008). This study was conducted to add to
the literature and bring attention to principal preparation programs focused on professional
standards and school divisions regarding the mentorship of new principals to support principals
in their evolving role.
The following research question was determined to guide this study: “To what degree do
principals feel they were prepared and mentored in the Professional Standards for Educational
Leaders (formerly the Interstate School Leaders Licensure competencies) to support the demands
of the job for a novice principal in the Commonwealth of Virginia? This final chapter will review
the research findings, discussion of the results from the study, provide implications for practice,
discuss limitations and conclude with recommendations for further research.
Rinella 85
Discussion of Findings
This research was conducted in an effort to find patterns in principals’ perceptions of
whether or not their preparatory programs in the professional standards and the mentorship in
these same standards prepared them for their principalship. The analysis of the results from 122
principal participants was conducted using SPSS, a statistical software program. The data
analysis was quantitative revealing descriptive statistics. The findings of the study based upon
this analysis is presented in Chapter 4. Findings include principals’ perceptions of their
preparation and mentorship in the ten PSELs as being adequate to meet the demands of a novice
elementary principalship. Following a presentation of these findings is a discussion of these
results. Additional tables have been included using the crosswalk of the 2008 ISLLC to 2015
PSEL Table 4 from Chapter 2 (CCSSO, 2016) showing the ratings of principals’ perceptions of
their preparation and mentorship in the PSEL as well as indicate the highest and lowest rated
PSELs based upon the research data (Tables 9a and 9b).
In measuring principals’ perceptions of their preparation in the 10 PSEL standards,
results revealed that the majority of the elementary principals perceived that they were
adequately prepared and mentored in each of the 10 PSEL standards to support the demands of
their job for a novice principal in the Commonwealth of Virginia. The majority of participants
chose “agree or strongly agree” to all ten standards. The three standards that were the highest in
response rates were Ethics and Professional Norms (93.4%), Professional Community for
Teachers and Staff (83.6%) and Mission, Vision, and Core Values (81.9%).  Equity and Cultural
Responsiveness (68; 55.7%), Meaningful Engagement of Families and Community (82; 67.3%),
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and School Improvement (84; 68.8%) were PSEL rated the lowest by principals as shown in
Table 9a. The researcher noted the three standards with the highest positive responses are fairly
objective, long-held philosophical norms that could be extracted from the original six ISLLC
standards. The three lowest rated standards could be considered more subjective, dependent on
specific communities, and ever-evolving in theory. These were new standards of the revised
PSEL in 2015 that have key differences from the 2008 ISLLC as shown in Table 4.  As noted in
the data, nearly 95% of principals were trained under ISLLC, therefore it could be inferred that
the mentors of the principals were trained prior to 2015. This may indicate a gap in knowledge of
PSEL for mentorship of new principals.
Table 9a
Crosswalk of 2008 ISLLC to 2015 PSEL with Principal’s Perceptions of Preparation and
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2nd ↓ in Preparation
In measuring principals’ perceptions of their mentorship in the 10 PSEL standards,
results included that 73 (59.8%) principals indicated they received mentorship.   While it is
positive that a majority of principal participants indicated they had mentorship, the survey results
showed that 49 (40.2%) principals did not.  As research supports mentors for induction
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specifically with teachers (Huling-Austin, 1992) as well as administrators (Boerema, 2011), this
data does present a concern. If other fields see the benefit of using mentors to support those new
to the professions, we could imagine the positive implications on student achievement if all
school divisions supported mentorship and induction for both teachers and administrators.
Specifically in the 10 PSELs, the highest percentages principals either strongly agreed or
agreed to being mentored in were Professional Capacity of School Personnel (58; 79.5%),
Operations and Management (57; 78.1%), and Curriculum, Instruction and Assessment (55;
76.7%) as indicated in Table 9b.  This data could indicate principals feel more support as they
develop the professional capacity and practice of their school personnel, manage their building
operations and develop and support the systems necessary to support curriculum, instruction, and
assessment to promote each student’s academic success.
Table 9b
Crosswalk of 2008 ISLLC to 2015 PSEL with Principal’s Perceptions of Preparation and
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3rd ↓ in Mentorship
Individual PSEL standards designated with an asterisk (*) correlate to multiple ISLLC standards.
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Principals rated mentorship in Mission, Vision, and Core Values (48; 65.8%); Equity and
Cultural Responsiveness (44; 60.3%); and Meaningful Engagement of Families and Community
(49; 67.2%) as the three lowest of the PSEL (See Table 9b). This could indicate there’s a need to
support prinicpals as they develop, advocate, and enact a shared mission, vision, and core values of
high quality education for their school, strive for equity of educational opportunity and culturally
responsive practices and engage families and their communities in meaningful, reciprocal, and mutually
beneficial ways to promote each student’s academic success.
Table 4b with the CCSSO crosswalk of the 2008 ISLLC to 2015 PSEL, as previously
included in Chapter 2, has been revised to include the addition of the survey data to draw
connections between the crosswalk and the degree to which principals perceived their
preparation and mentorship in the PSEL. As results in the table show PSEL 4, 5, 6, 8 10, had
similar rating results for preparation and mentorship percentages. PSEL 1 (Mission, Vision and
Core Values), 2 (Ethics and Professional Norms ) and 7 (Professional Community for Teachers
and Staff) had a significantly higher percentage for preparation compared to mentorship. PSEL 3
(Equity and Cultural Responsiveness) and 9 (Operations and Management) had a slightly higher
percentage for mentorship compared to preparation.
Table 4b
Revised Crosswalk of 2008 ISLLC to 2015 PSEL Standards with Principal’s Perceptions of
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ISLLC 1 focuses on
organizational
effectiveness.  PSEL 1
focuses on the success of
every student by including
core values in addition to
the mission and vision to
define the school's culture,
and gives guidance for
effective leaders to set
goals, model and pursue
changes in their leadership.
(2 of 7 PSEL elements go
beyond ISLLC 2008)
PSEL 10 unpacks one
element of ISLLC into 13
elements to promote
continuous learning and
improvement. (6 of 10





































PSEL 4 broadens the
expectations for leaders to
supervise, monitor, evaluate
and support instruction as
well as incorporating valid
assessments which were not
in ISLLC 2. (1 of 7 PSEL
elements go beyond ISLLC
2008)
PSEL 5 focuses on a global
view that emphasizes
leaders taking actions to
improve their school
community and making it a
trusted environment where
students feel accepted,
valued, cared for and
encouraged. (3 of 6 PSEL
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development as well as
promoting a healthy
work-life balance for the
leader and their staff. (7of 9
PSEL elements go beyond
ISLLC 2008)
PSEL 7 takes two functions
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PSEL 9 goes above and
beyond ISLLC 3 by
working with an “end in
mind” and embedding
student needs in every
decision and developing
and managing productive
relationships. (8 of 12 PSEL
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direction and put students
first in educational
decisions. (2 of 6 PSEL





















PSEL 3 ensures equity and
cultural responsiveness by
encouraging student
diversity to be an asset in
addition to confronting and
altering biases rather than
recognizing them in the
previous standard. PSEL 3
encourages a “bigger
picture” by having students
to be productive in a
diverse, global society
where the previous standard
focused on academic and
social outcomes. (3 of 8
PSEL elements go beyond
ISLLC 2008)
Individual PSEL standards designated with an asterisk (*) correlate to multiple ISLLC standards
Columns 1, 2 and 5 Source: Council of Chief State School Officers (2016). The Professional
Standards for  Educational Leaders (PSEL) 2015 and the Interstate Leaders Licensure
Consortium (ISLLC)  Standards 2008: A Crosswalk.
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Implications for Practice
As stated in the review of literature, many states require that administrators be trained,
certified, and tested on licensure standards linked to best practices in school leadership. In the
Commonwealth of Virginia, administrators are trained in the PSELs (or formally trained in the
ISLLCs). As results indicated, the majority of principals surveyed in this research felt they were
prepared and mentored in the 10 PSELs.  Principals rated some PSEL higher in regards to
preparation and mentorship. At a higher education level, knowing that principals feel well
prepared in the standards for Ethics and Professional Norms, Professional Community for
Teachers and Staff, and Mission, Vision, and Core Values, higher education institutions may need
less focus in these areas when examining principal preparation programs. Whereas, Equity and
Cultural Responsiveness, Meaningful Engagement of Families and Community, and School
Improvement are areas they may need to provide more attention to in their program and
curriculum design. Stated in Chapter 2, Cunningham & Sherman suggested that principal
preparation programs lack contextual relevance and focus on instructional achievements which
ultimately results in student achievement, lack continuity and have a disconnect between theory
and practice (Cunningham & Sherman, 2008). As Table 4b further elaborates, all 2015 PSEL
have elements that go beyond the ISLLC 2008 standards. A possible solution is to include
greater experiences and internships between universities and school districts based especially
upon the unpacking of the differences between ISLLC and PSEL, specifically 3 (Equity and
Cultural Responsiveness), 8 (Meaningful Engagement of Families and Community), and 10
(School Improvement).
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Never before has the need for effective mentoring programs been more urgent with
record school enrollments and retirements of administrators, the pool of qualified principal
candidates is shrinking (Malone, 2002). At a school division level, knowing a large percentage
(49; 40.2%) of principals did not perceive themselves as being mentored  in their first three years
is significant. As a result, there could be more focus on induction and mentorship support.
Furthermore, unpacking the PSEL during induction to further develop knowledge and
understanding with administrators is a recommendation gleaned from this research. Not only
may new administrators (mentees) benefit from this work, but also the mentors who were trained
in the ISLLC prior to 2015 and did not receive higher education preparation in the PSEL may
benefit from unpacking the PSEL closing what might be a gap in mentorship knowledge.
Awareness of the areas principals feel more mentorship in regards to Professional Capacity of
School Personnel, Operations and Management, and Curriculum, Instruction and Assessment
and less mentorship are Mission, Vision, and Core Values, Equity and Cultural Responsiveness,
and Meaningful Engagement of Families and Community could help school divisions as they
make plans and determine supports for new administrative hires. Budgetary decisions could be
considered for principal mentorship similarly as they are for teacher mentorship and induction.
As teacher induction can refer to a variety of different activities such as classes, workshops,
orientations, seminars, and especially, mentoring (Ingersoll & Smith, 2004), mentorship of
principals could take various forms.
Leithwood (2004) stated that principal leadership is second only to the instruction of the
classroom teacher and is directly connected to the success of the school. In an effort to support
growth of principal leaders, results from this study were shared with the Central Administrative
Rinella 96
Office in which the researcher works as well as with school divisions that provided approval for
their elementary principals to participate in the research. The information that was shared
provided considerations to support principals specifically in the lowest three PSEL (Equity and
Cultural Responsiveness, Meaningful Engagement of Families and Community, and School
Improvement) and in mentorship (Equity and Cultural Responsiveness, and Meaningful
Engagement of Families and Community) when they move into a new elementary principalship.
The researcher acknowledges the mentor(s) themselves may need professional development in
the PSEL to be able to better support the mentee(s). Because Mission, Vision, and Core Values
was one of the three highest standards principals perceived themselves as being prepared for,
they may require less support within mentorship when they are new to their position.
Limitations
This research was conducted with only principals of elementary schools in the
Commonwealth of Virginia. The researcher did not study, and therefore survey, all levels of
school administration (elementary, middle and high). In addition, other administrators such as
assistant or vice principals or administrative assistants also were not surveyed. Elementary
principals’ perceptions may not be generalizable to other administrators at different levels in
other states.
Another limitation was the sample size. At the time of the research there were 1190
elementary principals in the Commonwealth of Virginia. A request for approval to survey was
sent to all school divisions for superintendents to give approval for their principal(s) to
participate in the survey.  Of the 135 school divisions in the Commonwealth of Virginia, the
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researcher received responses from 49. Forty school divisions gave their approval for
participation.  Nine school divisions were eliminated from the sample size. These school
divisions either had policies that stated they did not participate in outside research or had an
application process the researcher was unable to adhere to such as a timeline outside of the
research study. Of the 459 elementary principals that received the survey, 144 completed it for a
response rate 31.4%. Therefore the sample size is also not generalizable to the entire
Commonwealth of Virginia.
COVID-19 interrupted the window of time the survey was open for results.  The survey
was open from March 2-20, 2020.  In an unprecedented event, on March 13, 2020, the governor
of Virginia ordered a mandated school closure due the pandemic, COVID-19. On March 23,
2020, an updated order was made by the governor that all schools in Virginia would be closed to
students and staff for the remainder of the school year.  This could have impacted principals'
ability to access and complete the survey as their priorities regarding decision making,
scheduling, continuity of education, etc. took precedence during this time.
Another limitation includes biases that could exist as a result of self-reporting surveys
because the collected data could not be independently substantiated. As a result, findings from
those surveyed may not be entirely accurate and, therefore, not generalizable to other
populations.
Recommendations of Further Research
While this study was conducted to add to the body of knowledge in this field of
education, there is still further research that is needed.
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This research was conducted solely with elementary principals in the Commonwealth of
Virginia.  Future research could be conducted with middle and high school principals in not only
the Commonwealth of Virginia but also other states. This could be conducted to determine
patterns of these administrator’s perceptions of their preparation and mentorship in the PSELs
that could be shared with higher education settings that have principal preparation programs and
school divisions as they induct new administrators.
The researcher’s conceptual framework that was created based upon the review of the
literature as shown in Figure 3 could not be completely applied to the research results at the end
of the study. As stated previously, the statistics on principal turnover is increasing and principal
turnover directly impacts schools. The survey principal participants completed asked them to
provide their perceptions of the preparation and mentorship in the PSELs as adequate to meet the
demands of the novice principalship.  The survey did not ask participants to provide input or
feedback regarding their retention. An additional question to the survey that could have been
included would have been for principals to provide feedback on the frequency of considering
leaving their position based upon their preparation and/or mentorship. Further research could be
conducted to determine and analyze whether principals’ preparation and/or mentorship in the
PSELs impacts their turnover and if so, how?
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Figure 3
Conceptual Framework For Evolving Needs in Principal Mentorship
This research did not focus on specific higher education institutions.  The survey did not
ask participants to provide feedback or identify which higher education institute they received
their principal preparation from.  It did ask them to state if they have received preparation and
taken a certification exam under the ISLLC or PSELs. In an open ended question about their
preparation and/or mentorship, three participants specifically referenced being a part of an
administrative cohort through Virginia Polytechnic Institute (VPI).  Further study of specific
higher education programs that have principal preparatory programs or an emphasis on
mentorship of new administrators based upon the PSELs such as the cohort through VPI could
be investigated.
The majority of principals that participated in this study indicated they were from rural
(75%), Title 1 funded (77%) schools with an enrollment of 500 students or less (56.6%).  As
seen in Chapter 2, principal turnover and attrition is higher in schools serving poor, minority,
and/or low-achieving students. Principals who transfer tend to move to schools with lower
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concentrations of these students (Branch, Hanushek, & Rivkin, 2008; Gates et al., 2003; Horng
et al., 2009; Papa et al., 2002). “Urban schools and schools with lower performing students are
more likely to have principals with fewer years of school leadership experience and substantial
turnover in school leadership” (Owings, Kaplan & Chappell, 2011, p. 216). Future research
could be conducted on the perceptions of principals in their preparation and mentorship in the
PSELs from urban, non Title 1 funded schools with student enrollments greater than 500 students
to compare the differences. Further research could also be conducted to determine the positive
implications on student achievement for school divisions that support mentorship and induction
for both teachers and administrators.
Conclusion
The role of a principal looks very different from years ago and responsibilities principals
are charged with have evolved significantly over time. In nearly all states, principals receive
training and certification under the Professional Standards for Educational Leaders (PSELs) with
focus in the following areas: 1.  Mission, Vision, and Core Values 2. Ethics and Professional
Norms 3. Equity and Cultural Responsiveness 4. Curriculum, Instruction and Assessment 5.
Community of Care and Support for Students 6. Professional Capacity of School Personnel 7.
Professional Community for Teachers and Staff 8. Meaningful Engagement of Families and
Community 9. Operations and Management 10. School Improvement (NPBEA, 2015). Prior to
2015, these standards were under the Interstate School Leaders Licensure Consortium with focus
in the following areas: 1. Vision, Mission and Goals 2. Teaching and Learning 3. Managing
Organizational Systems and Safety, 4. Collaborating with Families and Stakeholders 5. Ethics
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and Integrity 6. The Educational System. A literature review was conducted to determine how
the principal's role has evolved over time, highlight the professional standards for which
principals receive preparation and certification and discuss mentorship and induction of new
principals.
A lack of research was found to showcase how well prepared principals perceived
themselves as being specifically in the ten PSEL standards when new in the position.  When
compared to teacher induction and mentorship, there was also a lack of research on the role of
mentors and principals’ induction with novice principals. As a result, a research design was
created to survey principals and determine patterns of their perceptions of their preparation and
mentorship in the ten PSELs as adequate to meet the demands of a novice elementary
principalship. As a principal directly has an impact on student outcomes; the preparation, hiring,
mentorship and retention of them are important considerations.
This study was conducted to be able to first determine principals’ perceptions of their
preparation in the PSELs and then if the principal received mentorship, the degree to which they
perceived their mentorship in the PSELs. Results indicated PSEL 4, 5, 6, 8 10, had similar results
for preparation and mentorship ratings. PSEL 1 (Mission, Vision and Core Values), 2 (Ethics and
Professional Norms ) and 7 (Professional Community for Teachers and Staff) had a significantly
higher rating for principals’ perception of their preparation compared to mentorship. PSEL 3
(Equity and Cultural Responsiveness) and 9 (Operations and Management) had a slightly higher
rating for principals’ perception of their mentorship compared to preparation.This research was
conducted to contribute to the body of knowledge that would inform schools of higher education
regarding the emphasis of the PSEL standards and their curriculum to enhance. In addition, the
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research was conducted to provide school divisions with information that might inform their
mentoring of new principals to support and enhance the work of these administrators. The
knowledge gained through this descriptive statistics research provides insights shared by
principals that could benefit principal preparation programs at higher education institutions and
school divisions as they induct and support new principals.
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Appendices
A: Letter to the Virginia Department of Education
To Whom it May Concern,
My name is Whitney Rinella, Principal of Concord Elementary School. I am contacting
you as a colleague and a doctoral candidate conducting a study for my dissertation as a
requirement for my Doctorate in Education in Leadership Studies at the University of
Lynchburg. The purpose of my study is to determine the degree to which principals perceive
their preparation in the Professional Standards for Educational Leaders (PSEL), (formerly
Interstate School Leaders Licensure Consortium (ISLLC)) and mentorship in these areas as
adequate to handle the demands of a novice elementary principalship. The IRB at the University
of Lynchburg has reviewed and approved this research. The approval number is LHS1920089
if needed.
The intent of this letter is to make the VDOE aware of my research. I will be contacting
all superintendents requesting approval for their elementary principals to participate in this
research. Once approval is granted, the research survey will be sent to all approved principals.
The research survey will be open for responses for three weeks. Responses will be
compiled for general descriptive statistics results. Completing this survey is voluntary, and
individual responses will be kept confidential and displayed in aggregate form. A coding system
will not be used to match survey responses to the participants. There are no foreseeable risks to
participating in this study, and it should not take a principal more than fifteen minutes to
complete the survey.
My hope is for this study to provide important information to divisions and universities
with principal preparation programs regarding the degree to which elementary principals
perceive their preparation and mentorships in the PSEL standards in order to support
administrator induction. Final results will be made available to all superintendents and school
divisions who participate in this research. Should you have any questions, please do not hesitate




B: Letter to Division Superintendent Asking for Participation of Principals
Dear Division Superintendent,
My name is Whitney Rinella, Principal of Concord Elementary School. I am contacting
you as a colleague and a doctoral candidate conducting a study for my dissertation as a
requirement for my Doctorate in Education in Leadership Studies at the University of
Lynchburg. The purpose of my study is to determine the degree to which principals perceive
their preparation in the Professional Standards for Educational Leaders (PSEL), (formerly
Interstate School Leaders Licensure Consortium (ISLLC)) and mentorship in these areas as
adequate to handle the demands of a novice elementary principalship. The IRB at the University
of Lynchburg has reviewed and approved this research. The approval number is LHS1920089
if needed.
The intent of this letter is to request approval for your elementary principal(s) to
participate in this research. Once approval is granted, the research survey will be sent to all
approved principals. Completing this survey is voluntary, and individual responses will be kept
confidential and displayed in aggregate form.
The research survey will be open for responses for three weeks. Responses will be
compiled for general descriptive statistics results. A coding system will not be used to match
survey responses to the participants. There are no foreseeable risks to participating in this study,
and it should not take a principal more than fifteen minutes to complete the survey.
My hope is for this study to provide important information to divisions and universities
with principal preparation programs regarding the degree to which elementary principals
perceive their preparation and mentorships in the PSEL standards in order to support
administrator induction. Final results will be made available to all superintendents and school





C: Letter to Principals Introducing Research Study
Dear Colleague,
My name is Whitney Rinella, Principal of Concord Elementary School. I am contacting
you as a colleague and a doctoral candidate conducting a study for my dissertation as a
requirement for my Doctorate in Education in Leadership Studies at the University of
Lynchburg. The purpose of my study is to determine the degree to which principals perceive
their preparation in the Professional Standards for Educational Leaders (PSEL), (formerly
Interstate School Leaders Licensure Consortium (ISLLC)) and mentorship in these areas as
adequate to handle the demands of a novice elementary principalship. The IRB at the University
of Lynchburg has reviewed and approved this research. The approval number is LHS1920089
if needed.
The intent of this letter is to request your participation in this research. Your
superintendent has given permission for your participation. Completing this survey is voluntary,
and individual responses will be kept confidential and displayed in aggregate form.
The research survey will be open for responses for three weeks. Responses will be
compiled for general descriptive statistics results. A coding system will not be used to match
survey responses to the participants. There are no foreseeable risks to participating in this study,
and it should not take a principal more than fifteen minutes to complete the survey. If you
choose, you can be entered into a drawing for one of four $50 Amazon gift cards.
My hope is for this study to provide important information to divisions and universities
with principal preparation programs regarding the degree to which elementary principals
perceive their preparation and mentorships in the PSEL standards in order to support
administrator induction. Final results will be made available to all superintendents and school





D: Informed Consent Agreement
Informed Consent Agreement
Please read this consent agreement carefully before you decide to participate in the research
study.
Research Study: Principal Preparation and Mentorship in Professional Standards for
Educational Leaders
Purpose: The purpose of this research study is to determine the degree to which principals
perceive their preparation in the Professional Standards for Educational Leaders (formerly
Interstate School Leaders Licensure Consortium) and mentorship in these areas as adequate to
handle the demands of a novice elementary principalship in order to inform practice and support
induction of school administrators.
Participation: You are being asked to participate in this study because you are an elementary
school principal in the Commonwealth of Virginia. This study will take place by electronic
survey administration via Google Forms. You will be asked to complete an electronic survey
within a three week timeframe.
Recruitment: Your name and email address was obtained from a published list on the Virginia
Department of Education website. Approval will be gained from division superintendents for
participation of these administrators in the survey.
Time Required: Participation is expected to take no more than 15 minutes.
Compensation: All participants responding to the survey who wish to provide their contact
information will be entered into a random prize drawing for one of four $50 Amazon gift cards.
A drawing will be held following the completion of the data collection of the research study. The
winner’s name will be kept confidential by the researcher. No additional compensation for
participation will be provided.
Voluntary Participation: Participation is completely voluntary. You have the right to refuse to
participate and/or answer any question(s) for any reason, without penalty. You also have the right
to withdraw from the research study at any time without penalty. If you want to withdraw from
the study simply exit the survey.
Confidentiality: Individual privacy will be maintained throughout this study. In order to
preserve the confidentiality of all respondents, any personally identifying data, such as email
addresses, will be removed from the data set. The electronic data file with all survey responses
will be maintained in an encrypted and password protected environment. Study results will be
reported in a manner in every effort to preserve confidentiality of all respondents. Results that
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could be identified or attributed to a particular respondent will not be shared with anyone outside
of the research team.
Risks & Benefits: There are no foreseeable risks of physical harm associated with your
participation in this research study. Final results will be made available to all superintendents and
school divisions who participate in this research. This study is expected to benefit school
divisions and universities by providing the degree to which principals perceive they are prepared
and mentored in the Professional Standards for Educational Leaders (formerly Interstate School
Leaders Licensure Consortium).
Whom to Contact with Questions: If you have any questions or would like additional
information about this research, please contact Whitney Rinella at 434-841-2746 or
wrinella@campbell.k12.va.us. You may also contact the faculty research advisor, Dr. MaryAnn
Mayhew, at the University of Lynchburg: mayhew@lynchburg.edu. The IRB at the University of
Lynchburg has reviewed and approved this research. The approval number is LHS1920089 if
needed.
Agreement: I understand the above information and have had all of my questions about
participation in this research study answered.
By checking the box below, I voluntarily agree to participate in the research study described
above and verify that I am 18 years of age or older. Please indicate if you consent to participate
in this study. □ Yes □ No
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